i
v N}

\ ‘ DOCUMENT RESUME . St o .

ED 226 693 ' , < .. HE 016 019

AUTHOR Williams, Melanie Reeves; Kenf, Laura

TITLE Blacks in Higher Education: Access, Choice, and

» Attainment. .

INSTITUTION Higher Education Resedrch Inst., Int., Los Angeles,

S$PONS AGENCY Ford Foundation, New York, N.Y.

PUB DATE Jun 82 . ' .

NOTE ) 154p.; For related documents, see ED 214 457, HE 016
016 and HE 0l1l6 018.

PUB TYPE Reports - Research/Technical (143)

EDRS PRICE MF01/PC07 Plus Postage. . . .

DESCRIPTORS Academic Persistence; Access to Education; *Black
Students; Black Teachers; Career Choice; College - -

Faculty; *College Students; *Enrollment Trends;
Fellowships; Followup, Studies; Higher Education;
*Majors (Students); *Cutcomes of Education; *Student
Characteristics; Teacher Attitudes; Teacher .
Characteristics ' :

©

-
ABSTRACT _ ) °
The status of blacks in U.S. higher education was.
studied as part of an investigation of four disadvantaged
‘minority/ethnic groups. Attention was directed to: rates of
educational access and attainment and factors influencing educational
outcomes: trends in choice of college majors and careers;
representation in various fields; personal and environmental factors
affecting educational attainment; perspectives ‘and employment .
experiences of black: professionals; and institutional and ¢
program-related factors affecting the progress of blacks. .
Additionally, a brief historical sketch of blacks in the United
States is included, emphasizing changes in their educational
attainment and the influence of court litigation. Responses of the
federal 'government and the higher education community to the civil
rights movement and development in the 1970s are alkso covered
~Findings of a 9-year Cooperative Institutional Reséarch Program study
of 1971 freshmen are presented, along with results of surveys of
minority group academic personnel and Ford Foundation Fellows.
Recommendations are offered concerning: precollegiate education,
community colleges, support services, equal access, f£inancial aid,
.gradirte and professional education, and minority-faculty and
administrators. (SW)

H’***********************************************************************

* . from the origipal document. *
**************f******************************************************ﬁ*
‘\ .

.. ‘ F]
v ;
2

ERIC -

ruiTox provided vy eric [l

* Reproductions supplied by EDRS are the best that can be made - *-




O .
O
aJ
o v
o ) 3
(N8
Q’«
BLACKS IN HIGHER EDUCATION
ACCESS, CHOICE, AND ATTAINMENT
2
AN
- &
Melanie Reeves Williams
’ v a + A
. and . ¢
a3
Laura Kent
U’S. DEPARTMENT OF EDUCATION
“PERMISS a A NATIONAL INSTITUTE OF EDUCATION
; ION TO REPRODUGE T ' EDUCATIONAL RESOURCES INFORMATION
. N MATERIAL HAS BEEN ¢ HIS CENTER (ERIE}
. . o N GRANTED BY \-qms/ducumem has been reproduced as
. . = ‘ - receved from the person or organization

onginating it

&‘Q‘ : N Minor changes have been made to improve
‘ - . reproduction quality.
.

L. - 70 TH . . Pm'nls of view or opinions stated in trhls docu
LEECSAN . E EDUCATIONAL RES ' ment do not necessarily represent official NIE
: INFORMATION CENTER (ERI%;{?CES position or policy.
- b »

. Higher Education.Research Institute

. | _ - fbsznge]es, California
5y .

3 .
- June 1982

(=]
»
. (
" “‘:ﬁ )
(2]
Q " ’ :
ERIC . . ' . .

Lo



@

<

e

-

. . ~ -
. . . Y.
. .
°
*

Y

CONTENTS
List of Tablesg
p Acknowledgements
Chaptér - 4
1 Introduction

Value Premises-
Role of the Commission
*Context of the Study
Design of the Study
The Lim%té of H%gher Education
Organizatién of the Report

2 Historical Background
From 1870 to 1910
The Black Co]]éges
From 1910 to 1950

Court Cases: From Murraylto Brown

.o . <y
3 Changes in Access and Attainment During the Sixties

The Federal Response

The Reéppnse of Higher Education

Progress During the 1960s

4 Changes in Access and Attainment During the Seventies

Court Cases: Bakke and AdaMg
Progress During the 1970s
Institutional Distribution
Representation by Fie]dg-i

Summary

s . T

T

O

11

12

13

13,

16
18
22
31
32
39
42

52
58

79

87
94

2 g

o



Chapter
5

6.

7

- 3 , .
- - ‘ - _ - ‘ ‘ ‘ - - - ) - ) -
. . 1\ :
. . - . .
. .
N . .
- .
. . . . X .
.
-

i -
. .
=) ' ' o

Factors Influencing the Educational Development of Blacks

Student Input Factors ’ ' 99

o ° . i ' ' (
Environmental Factors * 104 ¢
- . . - ‘ . . a‘ .
Summary \ i ' ‘ 111

EXperiepces and Insights of Black Professiona]s

Survgy of Minority’Aogdemic Personnel 2 11?
Survey o% ford Fellows 12t
Summary . . 126
Recommendations ‘ i
References e , 141
G
>




. _ J
‘SN N BN N BN B
o )
:
. .
1
4 -
:
.

N . | . Il N IE I N B .
’ 3
Lo : ;
. ; . - .
. .- .

1.

2.

3.
4.
5.5
6.
7.
8.

(ol

9.

" 10. B

11.

12.

13.
14.

'15.

16.
17.
18.

19.

20.

, ] List of Tables
Black Institutions in,he U.S. Institutional Population, 1978.

Trends 4n Factors Related to E1igibility for College Attendance,
1960-1970, by Race_and Sex ‘

Changes. ih Educational Attajnment of Persons 25 Years and Older, .
1660- 1970 by Reg1on and Sex

Changes in Co11eqe EnrolTment Rates of 18- 24 Year-01ds, 1960 1970,
by Race and Sex

Changes 1n'Co11ege_C0mp1etion Rates of 25-29-Year101és, 1960-1970,
by Race and Sex .

‘.

Proportions of High Schoo1 Dropouts in the 14-25-Year-01d Black and -
White Populations

8

Reg1ona1 ‘Differences.in Black and Wh1te H1gh Schoo1 Completion Rates
and Median Years of Schooling, 1975 , .

Proport1ons of Black and White High Schoo] Graduates Enrolled as Fu11-
Time College Students

Proport1ors of B]acks and-Whites of- D1fferent Age Cohorts Who Hau&
= Attended Co11ege _

Proport1ons of 25-29-Year-01d Blacks and Whites Who Have Completed
At Least Four Years of College

Reg1ona1 Differences 1n the Proportions of Two Age Cohorts of B1acks
and. Whites With At Least Four Years of College, 1975

'Proport1ons'of 25-29-Year-01d Blacks and Whites Who Have Attended
Graduate or Professional Schdol

.Black and White Participation in Graduate' Training . )

Black and White Represeptation in ProfeSsional Schools:

Institutional Distribution Qf Blacks and'Whites, Fall 1978 BN

>

Institutional Distrdibution of Blacks, by Race of Institution, Fall 1978,
Representation of Blacks in Eight Major Fie1ds at Different Levels '

Bistribution of B]acks and Whites Among F1ght MaJor Fields at D1fferent
Levels

Baccalaureate Completion Rates of Blacks and Whites at D1fferent Types of
Inst1tut1ons ¢

o

Instifutiona] Type and Quality Variables Affecting Persistence Among Blacks

«J

L]




» o

N

.
. y
‘ 5 .

L

v

> . . . K
. .
-

v

ACKNOWLEDGEMENTS Ty

A1l fhe members of the Commission on the Higher Educatjon'of Minorities
contributed to this repokt'through their Uiscussioh of the issues ggneraﬂ1y‘
and their specific criticisms and comments on earlier drafts. :

We would 1ike to express our appreciation to Stephen 'dJ..Wright,

.who guided our'ihitdaj.data gathering efforts, helped us‘to decide on

the basic outline of the report, read successive drafts of the manu-
scripts with care and patience, and made many valuable suggestions for

its improvement. His experience and wisdom were of immeasurable benefit.
o . r

-~

Oﬁr thanks go also to Yyonne»Brathwaite Burke who, as a member of the

subcommittee on é]ack;, gave us many practical {nsights.

Our colleagues at the ngpé} Educ;tion Research Institute helped
in a vqriety of ways. Aiexander W. Astin, study directorg not on]y ‘
oversaw our work but a]spﬂdfafted the initial report on the results of
the longitudinal analyses. Mérgo R. King supervised the preparation

of the manuscript; Barbara Kommel and Lisa Rentschler typed the fiha]

réport with skill and'forebearance.

Melairie Reeves Williams

Laura Kent

Y

U




CHAPTER. 1

. INTRODUCTION |

o

L, ,
(v 1

This report'assesseé the status of Blacks in American ‘higher educations
with special emphasis on _changes during the-last two decades.," Between 1960
and 1979, considerable progres’s was made toward the societal §oal of pro-

viding equal educational obporiunity to all U.é. gitizens, regardless ‘of

- -.-/—'.— -_m

race/ethnicity, but that goal has not yet‘been attained.

v

\

The factors that current1y impede the educatinﬁaﬂ progreséaof‘B1acks

are not jdentical to the barriers thatjéxisted }n thevsikties; they are much

more bomp1ex. As .an example, let us consider the b1a¢k stddent's_access to

higher education, eseecia11y in the public sector. Until the mid-1960s, most

Blacks in the South Eaa access to dnﬁy one type of insﬁitution--the'bﬂatk

co]]egg: Choosing among different types Qf institutiongwas not' &n issue. .w1th

the development of community co]1egés and the desegregation of théApub1jc
« white ¢colleges in the South during the 1960s, access was broadened. By 1978,

Blacks were enrolled in all types of public co@%egesa though they were substénti- '
“ally underrepreseﬁted in‘ the mosfﬁprestigious. Thus; the issue of access had “
been redefined: from whether the black studént atfended college to where he or .
she attehded college. the question has become:. How can Blacks achieve fair
representation in all types of colleges, in particu1ar the most(prestigious
to]]egesiwhjch have- the resources to prSVide qha]itative1y different éb]]egiate
preparation.and experiences? | |

‘

This report is part of a larger project funded by the Ford Foundation and

<

conducted by the Higher Education Research Institute. The immediate impetus

for the project was the recognition that America's racial/ethnic minotities

.
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are grossly underrepresented in almost all occupational fields that require a -
\S . i : ' o J’ “

‘college edUcation. Given the nation's racial history prior to.the advent of

the civil rights movement in the 1950s, this underrepresentation wou1d give
J 1essxcause for concern 1f the various rac1a1/ethn1c minorities were adequately
. " represented among current participants in h1gher education. But they are not.
M1nor1ty groups continue to be underrepresented today in the' system as a whole
and espec1a11y in those advanced f1e1ds that prepare students for positions of
1eadersh1p and status in Amer1can society. -~
- The project focused'on the recent progress, current status, and future
prospects of Blacks, Chicanos, Puerto Risans, and American Indian$ in higher
educat1on A1though other, rac1a1 and ethnic minorities can a1so oe vieWed as
having unmet claims on ¥.S. h1gher educat1on, tnese four’ groups werk chosen
for. study because of their 512e, the gravity of-the1r economic and educat1ona1

disadvantagement, and their original experience of forcedtincorporation into

»

American society

3
Y
2 »

During the fall of 1978 when the project was in the p1ann1ng staqe, HERL

and the Ford Foundation J01nt1yase1ected a national commission, structured to

g;nc1ude.at lTeast one member of¢each ot the four minority groups studied, to

3

" .serve as advisory board and policy arm for-the project. The commissioners

were: 0. Meredith Wilson (chair), Alexander W. Astin (study director), Frank
. e
Bonilla, Cecilia Preciado Burciaga, Yvonne Brathwaite Burke, Albert E. Hastorf,

.
v

‘Calvin B. T. Lee, Alfonso A. Ortiz, and Stephen J, Wright.

. . B
B * P
° .

Z

J . - Value Premises

The commissioners brought to their task a set.of shared value premises,

o

oot

believing that these premises “are wideiy held among the four peoples who

were.the ‘main concern of the project and that the principles they embody are

¢
&
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people of all conditions -and nationalities. These value premises can be

comprising four major tasks:

1. To document, as extensively and as accurately as available

[\
'

consisteat with ideals of social equity that have an enduring appeal_ for

-

stated as follows:

Educat1on is a value and a right that is unequa]]y distributed
in U.S. society.

Blacks, Chicancs, Puerto: R1cans, and American Indians are major
groups with longstanding unmet claims on U.S. education. These
claims concern not only the amount of schooling rece1ved but
also its quality, scope and content

Redressing 1nequa11ty in h1gher education is not only an
essential component of any significant effort to guarantee to
these groups full participation in U.S. society but also a
goal worth pursuing in its own right.

The attainment of full participation in higher education for
these groups may in the short run require that financial and
other resources be allocated in a manner governed more by :
considerations of the magnitude of existing inequality than by
considerations of the proportions these groups represent in the
total U.S. popu]at1on .

U.S. society as a whole has practical and moral interests in
the achievement of this goal.

4

None of these premises, it should be emphasized, assumes that any of the
four groups need give up its cultural distinctiveness, languages, or values

in the precess'of gaining full access to higher education and full social and

economic participatioh in American life. ' ~ ,

Role of The Commission

The commission on the Higher Education of Minorities viewed its work as

Y
.

data permit, the current underrepresentatioﬁ of Blacks, Chicanos,

Puerto Ricans, and American Indians inshigher education, by

degree level and by field.

Al
L\‘

(oA
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' . 2. 7o assess’the educational pregress of these four minority
groups during the past 10 to 15 years, by degree 1eve1:ana
by field;

e

3. To identify factors in the social and educational environment
that facilitate or hinder the educational development of

minority students; and

4. To formulate retammendations for increasing the numbere of
minorfty students who™ enter and coﬁh1ete_programs at both the -
undergraduate and graduatelTeve1s and to disseminate these
recommendations.to praCtit{oners, po11cymaker§,vand the general

< " public.

Pl

The four functiens of the commission were to advise the HERI staff on

proposed and completed studies, to give guidance in the 1nterpretation of

L [N

_>,f “findings and the formulation of recommendations, and to assist with the dis-_

semination of both findings and recommendations to po11cymakers,'practitﬁoners,
and the general public. Subcommittees composed of both commissioners and staff

members, were formed to deal with specific issues such as governmental programs,

2 X 4
s : o

fhe quality of the data used in the project, and minority women. A major out-
come of the commission's 1nyo1vement in the project was the dec?sion to pro&Uce,"‘

in add1t1on to-an overall: summary report on the entire project (Astin, 1982) and

a briefer ddcument setting forth the recommendat1ons (F1na1 Report of the

‘Comm1ss1on ‘oh tbe Higher Educat1on of M1nor1t1es, 1982), four separate reports

v
T

on%each of the minority groups It was felt that these "subreports” would .

o

* provide an opportun1ty to discuss in detail the history and Spec1a1 problems
{
of each group; This report then, focuses on Blacks in American h1gher education.
The fu]] comm1551on met eight times during the prOJect period: on February

25- 26, 1979, June 1- 2, 1979 and October 5-6, 1979, at Los Angeles; on January

.
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“of which will fall heavily on education and on minority oriented programs.

Q’Q
'

12-13, 1980, at San Antonio; on Margh'21-22, 1980, in New York; onQNovember
7-8, 1980 at Lés Angeles; on April 1OL12, 1981, at Ramona (Cgﬁifornia)g and
on July 19-21, i981, again at Los Ange1gs.' These meetings gave commissioners
and staff memuers an opportunity to debate and discuss the dssues, to review
and revise the study design, to assess the qua]fty of available data, to
suggest interpretations of empiricaiﬂfindings, and to draft repommendations.

At the San Antonio and New York meetings, which focused on the special problems

+ of Chicanos and Puerto Ricans, reépective1y, the commissioners met with local

peop]e involved with programs targefed for these two groups. The April and

.

Ju1y meet1ngs in 1981 were designed to review draft sections Qf the reports.

.
b s

Context of the Study

When this proje;t was initiated in late 1978, concern for the plight of
disadvantaged minoritiés--whith had its genesis in,the civil rights movement
of thle 19565 and which had been .strong in the9f9605 and early 1970s was on the
wane.” National atténtiondwas being absarbed instead by such issues as inf]atién,
uhemp]oyment, the energy crisis, and the defénse budget. In additié%,'an increas-
1ng number of soc1a11y and economically disadvantaged groups, including the
elderly, women workers,‘and the handicapped, had begun to assert their c1a1ms to’
equitable treatment, financial resourcés, and compensatory services.

More recent deQe]opments 6n the 'political scene Have not been reassuring.

. Q
The Reagan Administration has made major cuts in the federal budget, the impact

This mood shift has been as apparent in higher educationias in other sectors

of American society. ,During the 1960s and early 1970s, partly as a result of

racial protests on.the campus and in the community, many colleges and universitieg .

accepted changes--open admissions, recruitment of minorities, establishment of

ethnic stuqies’brograms--that acknowledged the unmet claims of minorities in the

2

vl
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United States and the inéquitab]e treatment they had received .from the
educational system. However, concern over rising costs, along with the‘
fear that progected dec11nes in the college- age populatién. during the
1980s and’ 1990s would severe1y erode institutional revenues, 1ed to cost-

consciousness and ca11s for retrenchment. These newer programs, many of .

. wh1ch had been initiated on an experimental ‘basis or supported by spec1a1

outside funding from foundations or the federal goverhment, were especially

vunerable to funding reducations or te elimination. Adding to the budgetary
C : &

anxiety was apparent public skepticism about the value of higher education,
particularly its relative costs and benefits.

A recent report of the National Forum on Learning in the American

. ]
Future makes it clear that h1gher education has begun tp subordinate

m1nor1ty issues to other concerns (G1over and Gross, 1979). Respondénts

A

to this survey--including 1, 556 "policgy makers, educators, and scho]ars"--

were asked to indicate the relative importance of a number of issues
o}

both as present and-a§ future goals..

*

genera]]y given high priority as present goa1s, they were rated very

Although minority issues were

Tow among future goa1s; this was esperiatly true for such matters as
promot1ng affirmative action for minority advancemegt recruiting and
Q

tra1n1ng m1nor1ty group. members for managerial and professional positions,

providing compensatory educat1ona1 opportunities to the disadvantaged,

" and enabling bilingual minorities to_study their own cultures and

languages.,
If the current attitude of some educators toward minority issues is
ohe of benign neglect or indifference, the attitudes expressed by some

litigants through ‘the federal courts may be chanacterized as overtly °

hostile. The U.S.

o

<2
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Suprere Court's Defunis ,.974) and Bakke (1678) cases, for example, reflect
a qr0w1ng pub11c view that higher education institutions have "gone too far"
in their attempts to accommodate the special needs of minorities. Similar

attitude changes are evidenced by increased resistance to court-ordered

- busing as a means of ending racial segregation in the public schools.

The prevailing poTitical climate regarding minority issuesis illustrated

in a recent column by British journalist Christopher Hitchens writing for

the predominantly American'audience of The Nation (June 13, 1981):

3}

‘The status of Black Americans seems hardly to be an

issue any more. A depressing series in The New York Times

reveals what a low priority the question has become, and
sees Blacks bracing themselves for a period of neglect

and isolation. I Qe]] remember, last autumn, during your
election campaign,. attending a Tiberal fund-raisinag party
in New York City. Moving around the glittering appartment,
I noticed two things. First, there were no Black guests.
Second, all those handing round drinks and canapes were
bﬁack. On a liberal occasion, it seemed to me that you
cpuld have one or the other, but not both, of those
phenomena. I asked the host about it: He looked puzz1ed

for a moment and then said, "Oh, that. Out of style."

1For a more detailed discussion of chanaina public attitudes toward minorities

especially Blacks, see Chapter 4 and Jones (1977) and. Gi11 (1980).
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Design of the Study ' AV

.

To provide an empirical basis for policy recommendations, the study

concentrated on two main areas: first, a description of the current and

a2

receﬁt situation of the four m%nority groups with resbect'to their rates of
educational access and attainment; and second, an anaﬁysi;\of the tgctors
that influence the access and attainment of these minority groups.' These
research activities.were approached by means of a series of analyses of the

empirical data. While considerable use was made of existing data sources, a

substantial amount of new data was alsp collected.
. R ¢ N

In the cdurse of the study, the commission added a third major area of

activity--an analysis of controversial issues relating to the higher education ’

of minorities--which was addressed through a number of essays drawing on the

8

literature and, in some “ifstances, upon re]evan@ data. The overall summary

I N S BN BN B N B EE e

report on this project (Astin, 1982) includes two chapters on these

L

jssues: Equal Access and Equal Opporturiity (Chapter 7) and Stan-

darized Testing and the Meritocracy (Chapter 8).

1)

Data Sources

F/ .
Empirical studies perfonmedvby the commission staff involved the use

of several resources, including data from public decuments; unpublished data
from outside agencies; and data collected especially for the project and, in®

N

_most cases; jnvolving questionnaire surveys. Data pertaining to the educational
accégs'ahd attaihment 6f mfﬁdrities wéré obtained from several public and

private sources, including the U.S. Bureau of the Census, thé Commi§sion on

Civil Rights, the Office for Civil Rights, the National Center for Education

Statistics, the National Science Foundation, the’Nationa1IAcademy of Sciences

A}
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(National Research Council)., the College Enfrance Examination Board
(Educational Testing Service), the American College Testing Program, and
the” Cooperative Institutional Research Program of the American Council on

Education and tRe University of California, Los Angeles. These data

provided the principal basis for the commission's analysis of the educational -

pipeline for minorities (from the high school years through completion of «
advanced training), the representation of minorities Gn different fje]dé,

and recent trends in minority representation both by Tevel and by field.

N ~

FacforS&inf1uenc1ng the educationa™ development of minority students
were assessed primarily through longitudinal data from the Cooperative’
Institutional Research Program. The principal soUrce for these analyses was
aAnjne-year foT]ow-up’of 1971 entering freshmen, conducted especial]y for
this project during the spring of 1980. In-order to obtain an accd;ate
picture of the persistence rates of minorities during this nine-year interveal,
a number of fof]ow-up procedures were used to 1mprove response rates.

Another source of student data invb]ved a pational sample of minority
studentﬁ who had received graduafe fellowships for doctoral study from the
Ford Féundétion between 1969 and 1976. To estimate the impact of this fellow-
shfp aﬁard itself, a "natural experiment" was conducted whereby the same

™~

follow-up questionnaire sent to the 1971 freshmen was sent to all For{ Fellows
. " 4

who began their undergraduate studies in 1971 and to a control group o¥
applicants for the Ford graduate awards who had not received the award and who
had also entered college in 1971.

Data on faculty and staff were also collected via a national survey of

academic personnel working in the same 1né¢itutions attended by the 1971

-samp]e'and a survey designed to tap the experiences and perceptions of minority

educators.

L]
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These data on‘sfudenis and fa?u1ty we;e supplemented by additional
data on the institutions' financés; enrollments, physical plants, and
admissions p01i&ies, and other ehvironmenté1 information obtained from

public and private sources.

Data Analyses

Limitations of the Data

“

7

Cad

.Descriptive studies of the educational access and attainment of

minority Unde?graduates were obtained from published tabulations of several

"of the data sources described above as well as through special tabulations of

these same data sburces conducted by the project staff. Analyses of factorg
influencing minority students’ educational development generally .involved

a two-stage procedu;e. In the first stage, an attempt was made to adjust for
the fact that students entéring different types of institutions aﬁdndifferent
types of prograﬁs frequently have dissimilar éntering chanacterigtibs. Thus
in thé ffrst stage an aftémbf wa§ made tb cohtroi éf&fiéf%ééij fbf {ﬁ%tiqT
differences in entering student characteristics ;uch as demographic factors

(sex, race and ethnicity, age), socioeconomit backg}ound (parental education,

income, and occupation), high school activities and achievements, p1an$ and

«aspirations, and values.and attitudes. Once these characteristics had been

contro]]ed, the second stage in the analysis was performed to estimate the

impact of institutional type, financial aid, and other college environmental

factors.

It should be emphasized that conclusions based on the commission's
ana1ysés of empirijcal data must be tempered with the recognition:that most

of the data sources suffefed in varying degrees from technical Timitations.

)




~Ricans and American Indians.

~ Tife in general can be improved through higher education, which expands

v ~4i1-
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Among the most frequently encauntered types of Timitations were inadequate

. i » . M
racial and ethnic definitions, smal] sample sizes, nonrepresentativeness,
and Tow survey response rates. The best data currently available peFtain to

black students, whereas the most serious deficiencies occur in data on Puerto

3

The Limits of Higher Education

Higher education was chosen as the focus of this study because the
o ,

Ford Foundation and the persons associated with the project believe that it

!

contributes*to the social and ecornomic well-being of individuals and to the

political resources and strength of groupé within U.S. society. Blacks,
. P <>

Chicanos, Puerto Ricansh and American Indians all suffer from powerlessness,

and higher educatign is clearly one of the main routes whereby individuals

can attain pog}tions of eéconomic and political power. Further, the quality of

émp]oyment options and contrjbutes to greater' geographic mobility. Finally,
higher education can enrich leisure by exposing the individual to a wide
range of experiences in the arts, music, literature, history, scjenceg énd

technoiogy.

. . P
But higher educatior is by no means a panacea for all the problems

that confront disadvantaged minorities in the United States. Vestiges of
prejudice may persist in the minds of many Ameriéans for years to come, no
métter how many minority students complete higher education programs. Perhaps
more significant is the fact that many of the educational problems facing these
groups occur prior to higher education, at the e]ementary and secondary 1eve1§.
Indged, the results of this study dramatize the need for a much more concerted

national effort to upéradé the quality of elementary and secondary education
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for minor{ties. A]thougl it is true that'higﬁer education cgn play -

some role in_this precess through the selection and tfaining of administrators
and teachers in the lower scfools, many of the ﬁkob]qm§ of minor{?ﬁxeducation
are probably beyond the control of Hiéher education. .Whi1e the éoﬁmission

believes that this réa]ﬁty does not re]jeVe the higher education system of
. . )

“the respgnsibi]ity for doing the best job possib]e,wjth those minority students

who manage to gnter academ}c institutions, it also recdgniZes éhat solving

the problems of preco?]egiape eduqation for mingrizies will require the sus-

tained efforts of federal, state, ;id local governmenﬁgfjj
-

Organization of the Report

The next chapter .of this report gives a brief historical sketch of
Blacks in the United States, emphasizing changes in their educational attain-

ment, especially as.those changes are related to a series of legal decisions //

~from Plessy v. Ferguson (1896) to Brown v. Board of Education (1954). 'Chaéters P

3 and 4 detail the educational progress of Blacks over the last two decades:

Chapter 3, covering the 1970s, also discusses théyresponses of the federal

-government and tﬁe higher education community to black demands as ‘embodied in

the'civil rights movement; Chapter 4 documents the reaction that set in during
the 1970s. The next two chapters present empiriéd] findings from this study of
the status of minorities in higher education: In Chapter 5, the personal and
environmental factors ré]ated to the educatioenal attainment and development df
Blacks are discussed; Chapter 6 deals with the perceptions and expériences’of

s

black professionals. The final chapter sets forth the recommendations formulated

by the commission.
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for m1nor1t1es Although it is true ‘that h1gher educat1on can p]ay
some role in tn1s process through the se1ect1on and tra1n1ng of adm1n1strators
"and teachers in the Tower schools, many of the prob]ems of minority education

are probab]y beyond the .control of higher education. wh11e the commission

" believes that this reality.does not relieve the h1gher education system of

the responsibility for doing the best job possible with those minority students |

_who manage to enter academic institutions, it also recognizes that solving

the problems of precollegiate education for minorities: will require the sus=

tained efforts of federal, state, and local governments.

Organ%zation'of the Report

The next chapter of this réport gives a brief historical sketch of

- .

B]acks in the United States, emphasizino changes in their educational attain- ;f

ment espec1a11y as those chanqes are re1ated to a ser1es of 1ega1 dec1s1ons

from P1essy V. Ferguson (1896)-to Brown v. Board of Education (1954). Chapters

3 and 4 detail the educational progress of Blacks over the Tast two decades:

Chapter 3, oévering the 1970s, a1so discusses the responses of the federal

) government. and the higher education community to b]ack;demandsvas embodied in

the civj] rights movehent; Chapter 4 documents the reaction that set in dur{ng
the 1970s. The next two chapters present empirical findings from this’study of
the status of minorities in higher education: In Chapter 5, the personal and
environmental factors related to the educational attainment and deve]oggent of
Blacks are discussed; Chapterko dea]sﬂwith“the perceptions”and‘experiences of
'black professionals. The final chapter sets forth the recommendations,formu]ated

by the commission.




N . CHAPTER 2
HISTORIGAL BACKGROUND

. N . . (
This chapter sketches the historical background of Blacks in the

United States from the period immediately ?o110wing the .Civil War to thewmiddle

Ty

L

of the twentieth century, with special reference'to changes in educational
attainment.1 Particular attention is given to the development of the black

colleges and to the major court cases affecting the educational access of

Blacks.

/

LY

From 1870 to 1910

In 1870, B1acké conétituted 13 percent of the U.S. popu1atibn. Nine in
ten lived in the South, with the remainder divided between the Northeast (4 .
.éercent),épd the North Central regions (6 percent). There were approximately
96 black men for every 100 black‘womenp

Of the 5-19-year-old population, 31 peréent of Blacks (compared with 49
o percent of Whites) in the South'and 48 percent of Blacks (compared.ith 61 ]
percent of Whites) in other regions were enrolled in school in 1890. Two
factors account for the lower rates 6f school attendance in the Sogth: its
history of ppposition to providing’edUCatioh for Blacks, and‘the lack of public
§choo1s'in its rural areas. (In 1890, nearly four in five Blacks lived in

rural rather than Qrban areas.) The fact that as many as one-third of all

school-age Blacks in the nation were-attending school is surprising. Nonetheless, __

i !
. . .
. > :

.

their need for education was still gréét; in 1890, 61 percent of Blacks age 15

1The historicaﬁ account given here is, of necessity, brief. The interested
reader is referred to the voluminous literature that exists on Blacks in the
(¥é§4; €.9., Franklin (1978); Kluger (1976); Myrdal (1944); and Woodward

i
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\uand older were illiterate (Bureau of Census, 1978). 2

‘ Prior to the Civil War, educatiom in the South was ava11ab1e only .

v
to the chwldren of wea1thy Whites; indeed, it was illegal to educate slaves.

L

M1SS1onar:es from various religious and ph11anthrop1c organ1zat1ons (e.qg.,

“the American Missionary Society, the Baptist and Methodist churches), following

the Union Army as it moved south, established schd®ls for the newly freed Blacks.

In the years immediately after the war, the Freedman's Bureau--the federal

agency responsible for overseeing the resettlement of both black and wh1te re-

[

fugees and for dealing with the numerous prob]ems that confronted former s1aves
--opened more than 4,000 schools throughout the South, and people flocked to

them to learn basic 1i£erary skills.

N ' s
From the beginning, the public schools in the South were segregated by

state law, reinforced by lTocal sanctions. The legal precedent that rationalized

Ll . ,
v
N
a

segregation as a way of life was the Supreme Court's decision in P1essy V.

Ferguso (163 u. S 537) in 1896 wh1ch uphe]d a Loudsiana statute requ1r1ng

-

separate cars for wh1te and b]ack passengers on ra11way tra1ns. The p]ant1ff
Homer A. Plessy, argued that the statute deprived'him of his constitutional

rights as guaranteed by the Fourteenth Amendment. The Supreme Court disagreed;
states could mandate separate faci]ities as long as they were equal. The

majority opinion, written by Justice Henry Billings Brown (with six'other\justices
concurring, one dissentiﬁg, and one not participat{ng in the case), maintained
that the Louisiana law was reasonable because the legislature had acted "with

reference to restablished usage, customs and traditions of the people, and with

a view to the promotion of their comfort, and the preservation of the public

2Est1mates of illiteracy are derived from decenn1a1 census data. Between
1870 and 1930, a person was cansidered illiterate if he/she has "omp1eted 1ess
than -six years of schooling and can neither read nor write.

<
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peace and good orderd (quoted in Ktuge?, .1956 p. 79). Justice Brown further
commented that "enforced separat1on" did not st1gmat1ze Blacks except to the
extent that "the colored race chooses to put t at construct1on upon it" (quoted
in K1uger, 1976, p. 80)~. This ru11ng estab11shed the r{separate but equal"
doctrine, which was thereafter used to Just1fy segreg%;ion-not only in public
transportation but in all types of pub]ic taci]itiesggnd institutions.

Two other Supreme Court decisions are relevant here. In the Slaughter-

house Cases (16 Wallace 36, 1879), the.Court suggested-that citizenship is

oaa]--1n the United States and in the state of res1dence--and implied that
state laws could take precedence over the Const1tut1on, part1cu1ar1y with re-
spect to defining and protecting the citizen's c1v11 rights. In Cumn 1ng v.
Richmond CoUnty Board of Education (1975 U.S. 528, t899), the bourt ruled thatv

the states had full euthority to provide public education as they saw fit.
Considered singly on’together, these decisions did not bode well for Blacks:
Justges'they had gained access to education, the Supreme Court was giving
its stamp of approval to sezgregation. i

Subsequent to these decisions came the pro11ferat1on of Jim Crow Taws
and the end to integration in such sett1ngs as barber shops, baseba11 parks,
auditoriums, circuses, and‘Eoo1 hi]1s. To cite a few examples: ;n 1905,
Georgia established segregated panks; $n 1910: restricted neighborhoods were
established 1n Baltimore. . And througheut the South, separate but far-from-

equal schoo1 systems developed.

So pervas1ve was the belief that segregation was necessary to maintain

"peacefu]" re]at1onsh1ps between B1acks and Wh1tes ‘that even voluntary inter-

K

racial contact was outlawed, as the Berea Co]]ege v. Kentucky (211 U.S. 45,
—_— : ‘ o
1908) case demonstrates. Berea College, a small religious institution whose

student body had been integrated since ité inception in 1859, was the target of

),
r~ Ao
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a Kentucky law requiring that any institution serv1ng both White and B]acks
teach -them at different tlmes and in d1ffetent places. Both the Kentucky
Supreme Court and the United States Supreme Court uphe1d_the Taws

‘ The importance of these deve1opments cannot- be overestimated; they
ref]ected the dom1nant mood in most of the country unt11 the civikPights

movement began to- gain momentum in the 1ate 19505

.6

) The Black Colleges , . B
The first collegiate 1nst1tut1ons des1gned spectf1ca1ﬂy to educate Blacks
appeared in the North prior to the Civil War, chiefly as a product 3% the -
Abo]itjon Movement. They included Ashmun Institute (wh1ch 1ateh became

Lincoln University); in Pennsylvania, founded by the“breébyterian.Church;

- [‘_-, . .
Wilberforce University, in Ohio, founded by the Methodist Church; and the

Inst1tute for Colored Youth (which underwent several mame changes, ending :
up as Cheyney State College), in Pennsylvania, founded by the Quakers (Louis,
n1978). The great ma30r1ty of pr1vate black co11eges were established by
church -related organ1zat1ons between 1865-and 1890.A Most .of the public

institutions for Blacks were established as a result of the second Morrill
- 9

“Act of 1890 (Bowles and DeCosta, 1971).

At first, these institutions offered Tittle more than secondary-level
work, beeauee of the basic educational needs of Blacks. Aceo?ding to a
survej conducted in 1916, fewer than 3 percent of all students in black
colleges were taking cpllege-Tevel work. 1By the 1926-27 atademic year, the
figure had rfsen to 32 percent, and five yeers.1ater, it had near]yﬁdoub]ed
(63 percent) (Ho1mes, 1934).

Black colleges were established in the South at a time when segregation

was inevitable. Louis (1978) describes the situation as follows:

Ik 9%
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With the hardening of racé relations into a legal caste
system in the half-century fo]]owin% the coabined impaéfg
of the second Morrill Act, the Depression of the 1890s,
| and the Disenfranchisement campaigns pf'1890 to 1907 in a]i
these states /i.e.; southe%n and border states/, there was
no prospect of B]ack entry into the white institutions of.
the South and little prospect of more than legal m1n1ma1
support from the state governments. With 90 percent of
the American Black population continding to pe résident in
the South auntil World Warﬂl,‘these institutions-~-public and
private--begame the ‘only means of higher education for the
‘ vast"majority of Black Americans. (p. xxiii).
Thus, these co11eges were important symbolically and pract1ca11y SymboTical]y,
they both emboiﬂed and advocated the va]ug of educat1on as a means for black
people to imprOVe their socioecoriomic status. Practmca]]y, they trained
teachers and other profess1ona1s to serve the b]ack community. (Not until the
middle of the twentieth century’ﬁére large numbers of black professionals able
to work outside Ehe black commun1ty.) The pr1vate institutions emphasized
teacher tra?ning,\whereaS‘the land-grant colleges emphasized agricultural and
industrial curricula, a1fhough some of the most noted private colleges (e.g.,
Hampton Institute in Virginia, Tuskegee Institute in Alabama) also had a
strong vocational orientation (Louis, 1978). |
As Table 1 shows, in the fall of 1978, there were 100 historically black
colleges (HBCs) operating in the United States; they constituted about 3 per-
cent of the total institutional population of 3,173 (National Advisory Com-
mittee, 1980). In this group of HBCs, private fnstitutions outnumbered public -

institutions by about three to two. Forty-eight of the 61 private institutions

L4
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and Spelman College for women, both in Georgia, and Bennett‘Co11ege for

-18-
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(79 percent) were affiliated with religious organizations. A]].but three
were coeducational. (The three expections are Morehouse College for men
women, iﬁ North, Carolina.) The majority of HBCs (82) were four-year colleges,
16 were two-year colleges, and only two were universities. However, one-third
offered graduate degrees. Two of the HBCs were located in the Northeast
region, two were 1oéated in the North pentra] region, and phe remaining
;6 were located in the South.

In addition to the historica]]y black colleges, the National Advisory

Committee on B1ack Higher Education and Black Colleges and Universities

(NACBHEBCU) identifies 60 institutions as new predominantly black colleges

(NPBCs), defined as institutions where blacks accounted for more than half

of both the total enrollment and the full-time enrollment in fall 1978.

Most of the{f‘ﬁbBCs were located in urban centers: Eleven were in the North-
east region (chiefly the New York City area); twenty, in the North Central
rﬁﬁ{gn (especially Chicago, Detroit, St. Louis, and Kansas City); twenty-three,
in the South; two, in the District of Columbia; three, in California; and one,

in the Virgin Islands. Slightly over half of the NPBCs (31 institutions) were

public, and three-fourths (46 institutions) were t%o-year colleges.

From 1910 to 1950

According to the U.S. Bureau of the Census (1978), Blacks constituted
11 percent of the total U.SL.7 population in 1910. As in earlier decades, the
vast majority--89 percent--Tived in the South.

ITliteracy among é1acks was cut by about half between 1890 and 1910:
from 61 percent to 33 percent of the l4-years-and-older population. Whereas
in 1890, illiteracy had been more common among black men, in 1910 about equal

proportions of black men and women were illiterate. Younger Blacks were more

o
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likely to be literate than older Blacks, suggestind that black children

were taking advantage of the new educational opportunities available to
them. This implication is confirmed by the fact that schoo1.enroi1ments
among 5-to-3-year-old Blacks increased by about two-thirds over the 20-year
span. .
Regional differences were pronounced: In 1910, 36 percent OQ“B1acks
in the South, compared with 11 pércent of Blacks in Other regions of the

country, were illiterate. The comparablé figures for Whites were 8 percent

in the South and 5 percent in other regions. Similarly, only 44 percent of

school-age Blacks in the South, compared with 57 percent of those in other

regions, were attending school in 1910. Among school-age Whites, 58 per-
cent in the South and 63 percent of those in other regions were énro]]ed in
schootl. C]ear]y, then, Blacks had greater édycational oppprtunities outside
the South, though they were still disadvantaged relative tg Whites in otﬂef
regions.

Between 1910 and 1930, the regional distribution of Blacks began to
shift as Blacks left the South for other parts of the couhtry, chief1y the
Northeast and No-th Central regions (Bureaujof the Census, 1979). The first
large migratidn of Blacks from the South had taken place during the 1890s, but
the out-migrations of the 1910s and 1930s were much 1arger. Retween 1910 and
1920, approximately 454,000 Blacks moved from the South, an almost-ttreefold
increase over the figure of 170,060‘for the first decade of the century.

From 1920 to 1930, net migration increased one and a half times again, to
749,000,

Foremost among the factors that gave impetus to these population shifts

among Blacks was the availability of employment in the industries of the

North, particularly at the beginning of World War I. Immigration from Europe

l) N
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" culture was stagnating in the South, and industry developed s]ole. Blacks

-20-

had slowed down, and workers were’needed to, fill the factory jobs that had

previously been taken by .those Eutopean immigrants. At the same time, agFi-

[N

were also pushed out of the South by the severe and blatant discrimination

. they expérienced there.

Net migration drqpped during the depression of the 1930s, but the
deckine‘was on]y:temporary. In the 1940s, as industry was revitalized under

the imbact'of'WOr1d War “II, black migration from the South increased once “-

«

more and continued at a high rate during the 1950s and 1960s, with some

"Blacks settling in the West. Moreover, those Blacks who remained in the

‘ , . h
South were moving fromr the rural areas to the cities. Thus, the black

L)

popu]a%ion in the U.S. underwent another kind of redistribution: In 1910,

approximately three in four Blacks lived in rural areds; in 1940, the-figure

. had dropped to 51 percent. In 1960, only three in five Blacks lived in the

South, and only three in ten lived ip rura]hareas (Bureau of the Census, 1979).
| FurtHer progress was made in reducing illiteracy. The proportion of

i]]iterafes in the black population (age 14 and older) dropped from 33 percent
in 1910 to 18 percent in 1930. Regional differences be;sisted, howéyer. In'
1930, B]écks in the South were more than four times as likely-as those in |
other ;egiqns to be illiterate (22 percent versus 5 pefcent). Indeed, the
i11itéfécy’rate among Blacks living out;idé the South was only slightly higher
than the overall i]]iterécy rate for Whites (3 percent). By 1947, the il-
literacy rate among Blacks nationwide had declined #0*11 percent, and in 1959 it
stood at 47percent. - |

Concomitant with the drop iﬁ“i]]fte?acy was an ihcrease in school at-.
tendance among Blacks, attributable chiefly to the enactment of combu]sory
schdq] attendance 1aws—in most states. The proportion of 5-20-year-old Blacks

v LAN
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"rose. Blacks made steady proéress between 1910 and 1950 in attaining formal
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enroT1ed in school rose from 45 percent in 1910 to 65 percent in 19#9, an
~‘ \ - .
increase of 20 percentage points. The comparable figures for Whites in

thatrage range were 61 percent in 1910 and 72 percent in 1940, an increase *

- of only 11 peﬁcentage points over the 30-year period. Even in 1940, however,

Whites wérg generally more likely to be eﬂ?o]ﬂed in school than were Blacks,

and these racial differences in school attendance were more marked among

boys thaq among gi}1s, among thpse.1iving in the South than among;those‘

1iving in othef;%egions, and among 15-20-year-olds thén\among younger people.
A]though these increases in schoo],attenQaéce among Blacks wefe impressive,

maﬁy Blacks still 1acked the basic credential neea to get a decent job and

thus to impprove théjr socibeconémic status: a high schoo1‘dip1oma. .In 1940;

on1y one in ten Blacks bétweeﬁ the ages of 25 and 34 had completed four years

of high schoo];uthe,cqmparab1e figure fok Whites was~40 percent., Thus, Blacks

‘Tagged behinq wh%teslby about 30 percentage points. These differences in high

school completion rates may partially reflect prfor>discrepancies in enroll-
menf; if such is the case, then the gap between the races should have narrowed
after 1940.° .In actuality, however, as late as 1970, the h%gh school- completion

rate for Blacks was 52 percent, whereas that for Whites was 74 perceht, a

8

" différence of 22 percentage: points. Thus, the gap had narrowed -only s1ighf1§

(Bureau of the Census, 1973):

H

.} In summary; as Blacks géiﬁed greater acceés to public elementary and

secondary ‘schooling, i11iteraéylrates dropped and high school completion rates
) L)

!

I »
education; nonetheless, they still had a long way to go to achieve parity
with the white majority. The publjc school systems in southern states were

strictly segregated, with black schools far from equal to white schools. The

'b1ack schools operated with much Tower budgets; their facilities were usually

i
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old, eramped; and in disrepair; their currigcula were 1imited; and black
teachers were paid far less than white teachers. At the postsecondary

1éveT, the majority of Blacks had no choice but to attend a‘b1ack\institutio R
which was Tikely tokbe inferior”in most respects to a white institution.

One of the greatest obstacles to progress was widespread'secial support

of discriminatory practices. Laws in individual states condoned--iddeed,

mandated--segregation in virtually all areas of 1ife. Most of the Supreme'

‘Court's decisions during this period’sanctiened su¢h practices, as‘did.the

attitudes and behavior,of both the executive and” legislative branches;of the
federal government Viftuaﬂ1y no one who occupied a position of power on

the nat1onaT‘scene was interested in changing the .status quo or in working to
end racist prattices. However, starting -in the midv193ps; a serjes of judiciaT;

decisions gradually helped to change the situation.

P

A

& Court Cases: From Murray to Brown

a

- Inequality in education was Eha]]enged in a number of*lawsuits instigated

"by the Lega1 Defense Fund of the NAACP. U]timate]y, the issue went beyond

the inequality of segregation, to 1ts basic 1nJust1ce Most of_these'cases

involved Blacks' right of access to wh1te public colleges: If such a right could

" be established, ‘then Blacks would have a choice amohgfco11eges rather'than being

Timited to black institutions' (Kluger, 1976).3

. . ~ . &
. The first case, known as Murray v. Maryland (169 Md. 478, 1937), involved

" Donald Murray, a black Ba1tfmone resident and graduate of Amherst, who applied

for admission to the law schoo1 at the Un1vers1ty of Mary1and (Neither of the

black postsecondary 1nst1tut1ons.4n the state--the pub11c Princess Anne Academy
[}

3K1uger, in Simple Justice (1976) provides a detailed and 1nformat1ve account
of "the 1ega1 cases up to and.including the Brown decision.
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.Lincoln University in Missouri (a state-supported b]ackrinstitution whichﬁ'

/

or the private Margan Co]]ege--had a law school.) He was regeeted on the
grounds of race, with the suggest1on that he apply for an out of-state
scho]arsh1p H1s attorneys pointed out that, although the state of Mary1and
had authorized a program of out-of- state scholarships “for Blacks, the

program had not been funded at the time Murray appltied to the University;

" moreover, since Murray planned to practice Taw in Maryland, studying'1aw

" at an out-of-state institution woﬂ]d hardly answer his qeeds.‘ The case

was first argued in Baltimore City Court, where the judge-decided'in
favor.of the plantiff and ordered the University of Maryland to admit
Murray to its law school. This decision ‘was subsequently upheld by

the Mary]and Court of Appeals, which ru]ed ”Comp]iance with the

P

'Const1tut1on cannot be deferred at the will of the state Whatever

systém is adopted for 1ega1 educat1on now must furnish equa11ty of

treatment now" (quoted by Kluger, 1976, p. 193). This v1ctory ¢timulated -

much interest and some hope among Blacks. But the ru]ing fell far short '
of estab1ishing a legal precedent for a similar argument in other cir- '
cumstances. Maryland was a border state, and discriminatfon was not

as severe there as in the Deep South.

The circumstandes precjpitating the -second case, Missouri ex rel. Gaines

v. Canada (305 U.S. 337, 1938) were similar: LToyd Gairnes, a graduate of.
did not have a law school) was denied admission-on the ground of race when
he.app1ied to law school at the all-white University of Missouri. Two
features distinguished gaiges from Murray: »

MissourT; un]%ke Maryianq, said ituhaq ecerynintention of main-
taining Lincoﬂj/yniversity as avfirst-rate‘sdﬁge1 on a par with'

o
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o the white university . . . If [Blacks] wanted a law school,

~

then the state would:provide them with a law school, but
there was no point pui1ding éne if.no éo1ored appiicants
shbwed any intefe;t. Let Gainés apply to Lincoln, and g
wheels would begin to turning. The Qut-of;state subsidy;
furthermore, was a bona fide offer--not an_empty vessel as

. : the scholarship program had been fn'Maryfand when Murray

was app]jing to the law school there--and jf"Gaines chose

o

o not to wait until Lincoln could meet his needs, -the state

would pay the extra tuition charge, if any. The state said

>
A

nothing, of course, aboutvpéying Gaineé“s extra‘travéliné .
-—-and 1ivingteXpenses thit would be necessitated by his
' attend%ng"an out-of-state Taw school: |
(Kluger, 1976, p. 202)
The Supreme Court, in'a iix—to—two decision, ru]ed in Gaines's faVor:
i‘Mjssouri was fequired to provide eddcationvequa11y for Blacks and Whités

within the state; out—of-stafe opportunities were irrelevant. Moreover, .

Gaines could not be expected to wait'until a Taw school for‘B1acks was

$

established at Lincoln University; the "temporary character" of discrimination

y)* did not'exqusé it. Therefore,fGaines was to be,admittéd to the law school. at

\ - the University of Missouri. - ' ' | : o
o The Gaines decision seemed at first to be a major viétory in thé fight

againét segregation, establishing that:

.1 If. an educational program is provided for Whites within a state,

.then a similar program must also be provided within the state for
N AN : ~ . ) . ’ \~ ’
any black applicants. Ofherwise, black app]icants_must“ﬁe admitted

¢ )

Q

» to the whité program.

.
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2. yIf the staté chooses to_provide a separate progkam for Blacks
rather than to admit them to the white program; then that
program must be pfoVided‘in.a timely manner,” in responSe\to
1nterest~expfessed by BTacks. )

Obviously, the Tess expensive aTterhativé, from the state's point of view;f.
would be to admit Blacks to the white program. Nonetheless, one outcome of’
‘the'ggjg§§_decisiqn was the jntroductiOn of graduate and professional programs
at several black institutions. The deeply ehgrained‘racism of some Southérn

states is manifested in the extreme measures they took to maintain segregation.

A case in poiht’is Sipuél v. Oklahoma Board of Regents (332 U.S. 631,

1948), which constituted a setback for the NAACP's Legal Defense Fund. Ada

.t

- Sipuel, a black graduate of the State College for Negroes in OkTlahoma, was

- denied -admission to the University of Oklahoma's law school. .Cognizant of -

-the Gaines decision, ﬁhe state offered to establish a separate law school

-

f;r Blacks when sufficient numbers of them sHowed an interest in attehding

Taw school, and the Oklahoma Supreme Court fodnd this offer acceptables but -
the United State Supreme Court ruled that the-state Wou]d have fo provide legal
eddcation for Blacks immediate]y..‘The state then set up a mockery of a Taw
_school in a roped-off section of the state cap?%ET. University st&dehts and |
faculty protested égainst this travesty, and the Lega];DéfenSe Fund, spearheaaed
by Thurgood Marshall, carried thé case back to the U.S. 'Supreme Court, grguihg
that this~segregated "law school" marked Blacks as inferior by excluding them
~from theanormq1 process of obtaining a 1ega1 education. The Court, however,
rejected this argument, holding that the state's provisjpn of legal education

for the plaintiff was all that mattered. The ‘quality of the separate program

R
was not even taken into consideration.
Y . c’y : ! %
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In 1950, the'Supreme Court handed’ down three decisions which broke new

ground and which partially compensated for the defeat in Sipuel. Sweatt

v. Painter (339 U.S. 629, 1950) addressed the quest1on of the quality of the
educat1ona1 programs offered to- B1acks Sweatt, a Texas ma11 carrier, was
reJected when he applied to law schoo] at the Un1vers1ty-of Texas at ‘Pustin.
The Dlstr1ct pourt of TSaV1s County gave the state six months to establish
a-law school at Prairie State University, a black institut%on; an alternative
was to admit Sweatt to the University of Texas law schoo] In response to‘

this ruling, the state f1rst "rented a few rooms in HOUSton, about forty m11es

southeast of the Prairie V1ew campus, hired two Negro 1awyers to serve as its

4facu1ty, and called the arrapgement the Pra1r1e View Taw schoﬂlr (K1uger,

1976+ p. 261). - A short while 1ater, the state legislature approor1ated funds

to build a new Taw-school for B1acks in Austin: "It consisted of three sma}J1sh .

basement rooms, three part -time facu]ty members who were f1rst -year' instractors

v‘at the Texas law school the rest of the time, and a 11brary'of 10 000 -books

plus access to the state law library in the cap1to1 (K1uger, 1976, p. 251).

At a second tr1a1 before the Travis County court, the Lega1 Defense Fund argued
that these. separate*fac111t1es were vast1y 1nfer1or to those available to

white law students. When the D1str1ct Court ruled aga1nst Sweatt and the

dLega] Defepse League, they carried the case to the United States Supreme Court,

wh1ch reversed the ru11ng of the lower courts, finding that because the new Taw
school for B]acks lacked such qualities as am experienced facu]ty, influential
alumni, and a reputation in the community, it did not offer Blacks a 1aw}
education equivalent to the one offered to_Wh?tes.' The Court dec]ined; howeyer,
to address the broader question of the "separate but equai" doctrine or to
consider the social and psychological effects of segregation, as the Fund had

requested.

*
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At the same time, the U.S. Supreme Court ru]ed on another case concerning

access f0r§B1acks, McLaurin v. Oklahoma State Regehts fOr'Higher Education

(339 U.S. 637, 1950). McLauhin‘wasﬂa‘68tyear-o1d black professor who, under
order of the federal District Court, had been admitted‘to/the graduate school

of the University of 0k1ahoha "~ However, "in aceordance with the 1egis1ature's
hurry up rev1s1on of the state Taws, all such 1nstruct1on of colored students
was to be given 'on a segregated basis' within the un1vers1ty (Kluger, 1976,
‘p.;é68). Thus, McLaurin had to sit by himself in the classroom, in the library,
and in the cafeteria. The District Court found this arrangenent perfectly
acceptab1e but the U.S; Supreme Court agreedeith the Legal Defense Fund. In

a unanimous dec1s1on, the Court stated the "the restrictions p]aced upon

/McLaur1n / were such that he had been hand1capped in hjs pursu1t of effect1ve

-graduate 1nstruct1on. Such restrictions impair and 1nh1b1t his ab111ty to study,

to engage in discussion and exchange views with other students, and in general,

) to learn his profession" (quoted in Kluger, 1976, p. 283). The court made in

a similar ruling in a third case, Henderson v. United States (339 U.S. 816,

, 1950),vinvd1ving separate dining tables for black passengers on trains. In

-

" these three cases, then,

- the Court had asserted'that separate-but-equal education was
not‘a mere}s]dgan. The equality had to be real dr the
separation was constit:tiona11y into1erab1e. That was what '
§yegtt had accomplished. And if separate facilities were p
not ptovided no 1nd1V1dua1 or group might suffer restr1ct1on
or harassments within the b1rac1a1 school. That was what
McLaurin did. And.HendehSon extended MclLaurin to interstate

transportation. (Kluger, 1976, p. 284).

[
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In none of thége cases, however, did the Court.kegard the restrictions as

segregation; therefore, it did not reconsider the validity of the "separate-

%

bu@-equa1" doctrine.

"

Since the Plessy decision in 1896, the Court had come a long way from

.'; v - .
enunciation of the doctrine to consideration of specific instances in which

the practice did not follow the.doctrine. From'here??fhe next steps for

Fs .

those concerned with the rights of Blacks were to continle to expose~the
obviquslinequities in.separate facilities (e.g., physicé1 p1anﬁ, teachers'
salaries, curriculum, materia1s,‘transportafion) and tﬁen to buT1d a case
ehowing the less obvious\but more pernjcious effects of'those inequities on
the psycholdgical development of b1eck children. vThe'goa1 was to'co pel the
U.S. Supreme Court to question the 1ega1ity of segregatfon‘in Tight of the
rights guaranteed to all American citizens by tﬁe Fourteenth Amendment.

In. the wake of these suits against‘pub1ic white,eo11eges came a series
of suits against segregated school districts. The Supreme Court agreéd to
hear five such cases at the same time, and its decieion on these cases became

known by the namg of -the first case, Brown v. Board of Education of Topeka

(347 U.S. 483). The cases directly challenged the Jegality of segregation.
The Lega1\Defense Fund argued that the full benefits of education can only be
. ‘ "

realized when black and white students attend school together. (The Court

had alluded to this very pdint in Sweatt.) The Court agreed. The unanimous

~'o’p1'n1'on was delivered by Chief Justice Earl Warren on May.17, 1954:

Does segregation of children in bub1ic schools solely on ::)
 the basis of race, even tﬁough the physical faci1}ties and o
other “"tangible" factors may be equal, deprive the children
of the minority group of equal education opportunities? We

believe that it does.
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.. TS separate /children_/ from others of similar

age and qualifications: solely because of their race
. generates a felling of inferiority as to their status ,
in the community that may affect their. hearts and minds

in a way unlikely ever to be undone. . . . £

We conclude that in sthe fi§1d of public education
the doctrine of "ééparate bgf'gqua1“ hés no place.
Separate educational %acilities are inherently unéqda].

. (Quoted in Kluger, 1976, pp. 781-82)

The Supreme Court renanded the cases tp’the respective district courts, which
were instructed to oversee plans for desegragating the pub]ic school systems
named in %he suits. The plans were tovbé implemented "witH all de1iberate.

. speed." The Brown decision represented a monumental vict;ry for Blacks n |
their right for equal educationa] opportunities. .

To summarize: Blacks were greatly facilitated in their pursuit of equal
educational opportunify by a-number of court decisions beginning with Murray
and ending with Brown. These &ecisions laid the Tegal foundation fyrom which
B]gcks were able to_cha]]enge'the entrenched system of segregation in the
public schools and colleges. More important, they signéled énd‘stimu1ated a
shift in national prforities, from tacit acceptance of segregation to active
pursuit of-equa1 opportunity for Blacks (and other minorities) not only in
.education but é]so in housing, voting, employment, and other areas of life.
The federal government launched a concerted effort to assure that no citizen

wotld be denied his or her constitutional rights because of race or national

oéigin} With the direction coming from the federal government--first, the
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judicial branch, then the executive and legislative branches--it became

. 1Y a ° .
easier for Blacks to demand an end to discrimination and segregation at the

state anq local levels. .
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CHAPTER 3

CHANGES IN ACCESS AND ATTAINMENT DURING THE SIXTIES o

© < 1 -

Beginning with the Mchtgomery bus boycott‘in 1955-56, the civil
right§ movement. gained momentum throughout the'SéLth*and won public
attentioh and support throughout the nation' Such activist organiZations as
the Southern Christian Leadership Conference (SCLC) the Student Nonviotent
‘Coord1nat1ng Committee (SNCC), and the Congress of Racial Equality (CORE) took
the initiative in'organizing Southern Blacks to demon;trate for their rights.
Black leaders demanded an end to segregatidn in all areas of pdb1ic 1i¥e and
backed their demands w1th peaceab]e sit-ins, marches, and voter reg1strat1on

drives. They were Jo1ned by many white Tiberals, -who were attracted by the

~ justness of their cause and the nonviolence ‘of their means. Although civil

rights,effort§.were~often countered by host11?ty and‘vio]ence on the part of.

Southern Hhites--as'ﬁas the case in Montgomeh&, Selma, Little Rock, and at
the’University df A!abama and the University .of Missfssippi--some pkogress

ytoward desegregation Qas made, end the mood ﬁas generally hopeful. Féustine
C. Jones (1981) summarizes the situattohqduring the }9605 as fo1dows:

.‘ The black civil ridhts movement served to givefbhm, shape,

‘ and‘substance to domestic politics during the 1960s. The
enormoys efforts of b1acks and the1r a111es to ach1eve equa1
c1t1zensh1p r1ghts succeeded in awaken1ng the consc1ence of

_the nation. As a result, the promise of Brown was brought
closer to rea]ity; court decisions, executive orders,
1eg1s1at1ve acts, and pub11c sentiment worked for the same

' X e
general purposes. (p. 78)

‘..
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This chapter describes the federal governmehr's response to the civiil

-

rights movement and the Brown decision, focusing on government programs
designedyfo promote equal opportunity in higher education; discusses the’

efforts of the higher education cqmmuhity itself to- improve access for
- ‘ ,i« .
Blacks and other minorities; and assesses the educational advanceés made by

-

Blacks during the 1960s.

-

- The Federal Response

& -

~ L i
The Eisenhower Administration, which was in power at the time of the

Browin decision, wasﬂappérehtTy reluctant té give explicit endorsement to the 3
Supfeme Couft's ruling or tg pursue a vigorous poTigy of enforcing desegré-
gatidn in the public sghoo]s. Presidept John F. Kennedy and his brother
Robert, as Attarney General, Spoke out and acted more bo1d1y in the cause
Givil righ£s. Bdt 1tlwas undér Prégidént Lyndon Johnson thgt the first reé]
progress was made in the legislative arena: ”Jshngén used his 1nf1dence to

promote the éﬁactment of over a hundred bills designed to overcome state and

" local obstruction of civil rights for blacks" (Jones, 1981, p. 76), as well

2as issuing a number of execufive orders that embodied the concept of affir-
mative action.
. ‘ . —- N A .

Two of the most important pisces of legislation to come out of this
period were the Voting Rights Act of 1965, which gave Blacks the potential
for poiitica1'power by outlawing practices (e.g., poll taxes, literacy tests)
that had prevented them from voting, and the Civil Rights Act of 1964. Title

VII of the latter act prohibited any institution receiving federal funds from ’

~discriminating on the basis of race, color, or national origin. The penalty

for failure to comply with this provision was susbenSion of federal funds.

Thg§, Title VII reflected a moral commitment, on the part of the federal

N ‘) *

\Jlj ] 0
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four major categories: institutional a1d;'student f1nancma1 ass1stance, v T
spec1a1 (categorieaT) ass1stance to promote access and pers1stence, and )
support for professional tra1n1ng and human. resource deve]opment ' _
Many of these programs, part1cu1ar1y those,]n»the 1ast
two categories; are, by statute, directed.at miaorit%es.' .
In some instances=-e.g., financigﬁ aid proéramsQ-minorityﬁ o
students are not‘the’statutoky benefjciaries{‘yet disL .. ‘
proportionate1y high miaority paﬁticipation in these- °
‘programs prevides clear evideace of their si@nificance;. - 4
“to minority droup geais-and interests. |
T . , ‘ (Green fDEtﬁtoming) /. )
The follewing sections brief1y?descr1be the four categortes‘of federal pro- .
grams and note their effects on the_educatiena1'acCess and attainment of
Blacks.' T \ ’ ‘
\

‘@

R~ A <

government, to end racial discrimination and, perhaps more importané?

~ imposed economic sanctions against institutions that atteﬁbted to continue

their discriminatory practices.. R . » . | )
Along with this provision came a number of.programs designedgto help

the ecopomically and educationa11y disadvantaged (a disproportionate number

of whom were niinorit Ly-group members ) gain‘access to the nation's co11eges

and universities. Accord1ng to Green (forthcom1ng), these programs represent

-

an expanded federal Yo1e in h1gher educat1on (which, prior to 1965, was

ch1ef1y the- respons1b111ty of the states), with emphas1s being given to
l : \
ensuring the rights of 1nd1V1dua1 c1t1zens rather than just to meeting nat1ona1
%
manpower needs (for instance, in space techho]ogy an7 hea1th care)

Existing federal programs that assist minorities can. be d1v1ded into

-




. aco0lleges. Other institutions--including some predominantly white colleges--

Institutional Aid Programs

In fiscal 1980, the Targest {nstitutiona1 aid program in the education:
budget of the federal -government was “Strengtﬁening Deve]oping‘Institutions;"
authorized as Tip]e I11 of the Higher Education Act of 1965 and administered
by?the Department of Edutation. Title III funds have been used for such diverse
purposes as developing a comprehensive ?reshman Studies Program, a competency-
based curriculum in ; public two-year college, a Career Development Program -
féf Tiberal arts students, an Administrétive Improvement Program, and a '

Center for Urban Affairs

Although some of its funds have been. specifically directed to institutions
that serve Hispanic or American Indian students,:Title III has since its
inception been closely associated with the suppart'of the historically black
co]]eges{ Between fiscal 1966 and fisqa1 1977, these institutions received’

40 percent or more of the awards granted under the program. It is not surbris—

ing, then, that as enrollments have de¢1ined‘and’resources grown scarée, Title

111 has been criticized for this apparent focus on the historically black

have claimed that they are better qualified to be regarded as "developing
institutions" and thus should be eligible for Title III funds. The program has

also been under fire because various evaluation studies have raised doubts

about its overall effectiveness.

-

Student Financial Aid Programs

Prior to 1965, most federal aid to higher education went directly to
the institutioné themselves. With the Johnson Administration, the emphasis ®
shifted, and more financial assistance was targeted to students. ‘Moreover,

the concept of "entitlement" was introduced: that is, the notion that all
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‘tended to be Tow.

U.S. citizens who so desire and who can benefit are entit]ed to a higher .

educat1on and shoudd not be prevented from attend1ng college merely because

they come from low-income backgrounds Earlier, financial aid to students

_usua]]y took°the form. of scholarships, awarded on the basis of the student's

ability as demonstrated by high schqol grades, test'scores, and so forth.
S1nce anor1ty students often suffer from the educational deficiencies
assoc1ated w1th poverty, their part1C1pat1on in such scholarship programs
None of the f1ve.student f1nanc1a1 aid programs currently adm1n1stered
by the U.S. Department of Education--Basic Educat1ona1 Opportun1ty Grants

(renamed Pell Grants 1in 1981) Supp1ementa1 Educat1ona1 Opportun1ty Grants,

" College Work- Study, Nat1ona1 Direc¢t Student Loans, and Guaranteed Student

Loans--was spec1f1ca11y intended to benefit m1nor1ty students. Nonethe]ess,
they have played "a critical ro1e in facilitating minority access to and |
participation in postsecondary education" (Green, forthcom1ng). Thus, 1n
1976, m1nor1ty students constituted 14 percent of all college enrollments but
35 percent of all financial aid rec1p1ents (Atelsek and Gomberg, 1977).

‘The Basic Educational Opportunity Grants program (BEOG), authorized by
P

e ' . .
“the 1972 Education Amendments, established the entitTement concept: Its

jRtent was "to put a co1]ege education within the grasp of every student,
re rd1ess'o% how poor" “(Brewn and Stent, 1977, p. 133),Vw{th grants .being
awarded on the basis of need, as determined-by a formula that takes into
account family income (or, in the case of independent students, the indivi-
dua1's ;ncome) Thus, because they tend to come from Tower socioeconomic
backgrounds, minority students have been part1cu1ar1y Tikely to receive these,

il ’

grants: In 1976, they const1tuted 43 percent of all’ BEOG recipients. The

‘tota1 number of BEOG rec1p1ents has increased stead11y over the years--from

14

-t
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* approximately 570,000 in 1975 to nearly 3 million by 1979~-making this.the

4argest~of‘the federal student assistance programs (Dearman and Plisko,-
1980).- If seems to haveﬁcontributed more to increasing access than to
increasing choice, since th&-great majority of recipients are enrolled in
10wer-cost institutions. Although the &wards are higher for students who

attend higher-cost institutions, they cover a sma11er’proportion of the

*total costs of such schoa]s\XNationa1 Advisory Committee, 1979a).

In the Supplemental Educational Opportunity- Grants program (SEOG),
grants are channeled to students;tﬁrough the institutjons, usua]]y as part
of a financiaT aid package,»to supp1ement'the resources of students Qhose
financial needs are not met through other sources of aid. SEOG funds are

allocated to each state on,the basis of that state s share of the nat1ona1

4

FTE co11ege enro11ment In 1976- 77, m1nor1ty students constituted two-fifths

of all SEOG recipients.- e ,

-

The College Work-Study- program (CWS), which is also institutionally

based, subsidizes pact—tihe emp]o&ment in ‘on- or off-campus Jjobs for students,
who-must.be enrdlled in college at least half time. “In 1976-77, 29 pefcent
of thehparticipants in CWS were_Tinority stUdents. Research indicates that
this program is B;rticu1af1y effective in promoting unélergraduate persisfence.
Like tae SEOG and CHS pfograms, the Natioha1 Direct‘Student Loan‘Program
(NDSL) administers its funds throdéh the states to the 1nst1tut10ns, which
arrange the Toans -for the students. .fheigovetnhent'pays the~interest on

A
students' low-interest loans while they are enrolled} the borrowers assume

payments six months after leaving school. This program js the oldest of the
v :, * - g

federal student assistance program. -In 1976-77, m1ﬁbr1ty_students accounted -

for fewer.than 30 percent of participants in NDSL {National Advisory Committee,'
5 ,

1979%a).
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- forthcoming).  In recent years, the program has'come_Underqheavy criticism
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;n~Thé‘GUarénteed Student Loan program (GSL) resemb]es.the NDSL program,
except.that the funds come from private sources'(1end1ngdin4%itutions) rather
than pub]icvsources with repayment guarantéed by the federal government dru“
by the states. Moreover, interest rates are higher (Qvéérqent, as compared‘
with 4 percent in the NDSL program). The GSL has a Tower rate of miZority

participation (17 perceng) than any other federal student aid progrdm (Green,

»

‘because of higﬁ.defau]t rates, especially among students éttending proprietary " -,

t

3 N !u,“»& . '
schools (National Advisory Council, 1979a).
A sixth student aid program (thdughpnot administered by the Department
of Edycation) is the State Student Incentive Grant program, (SSIG), autho-

rized by-.the 1972.Education Amendents and designed to ehcourage'states to

“provide financial assistance to needy college students. Federal challenge

grants are made available to states on a matching basis (50-50), ?a]though.

in many states the ratio of’feder$1 to staté‘confributions % much smaller",

(Green, %orthcoming). Statistics on minority participation in SSIG are not

available. . 3
] :

Special (Categorica1) Programs

The Higher Education Act of 1965 authorized four special prbgramS'designed

to improve access and persistence among the disadvantaged By addressing non-
finahciai'barriers: Talent Search, Upward.Bound, Special Services for the |
Disadvantaged, and Educational Opportunity Centers. Accbrding to Green (forthn
coming), “although the 1egis1af10n does not specifically 1dent}fy minority
students asafhe intended 'targef population' for these programs, their

3

legislative history as well as the high level of minority pérticibation attests

to their impo¥tance in helping minority students to enter and persist in higher

education.”

3
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Talent Search aims at 1dent1fy1ng d1sadvantaged h1gh school students
with except1ona1 academ1c potent1a1 and encou them to comp]ete high
school and- :go on to co11ege Fﬁnds come ent1re1y i;om the federa1 govern-‘

- ment. Between 1971 and 1977 Blacks accounted for about two-fifths of |

aJ] Talent Search part1c1pants

Upward Bound 1is s1m11ar to Ta1ent Search, in that both programe are
tergeted to high school students and funded by the federal government.
Upward Bound programs, however, are operated oy co11ege; and Qniversjties

rather than by private agencies and emphasize exposing disadvantaged youth

to the college environment and developing the academic skills they will

need for college work. "~ Since 1966, BTacks havé typically accounted for at"

least half of all Upward Bound part1c1pants Agford1ng to-one study,

- - ’ - - - -° - _ - -
B N
! k)
-’

- Upward Bound part1c1pants were no more. ]1ke1y than a-control group,, of non-

N

participants to gkaduate from high school (the comp1etion rate being about

70 percent for both groups) but were considerrably more 1ikeT;”to enroll in

with 47 percent of the compar1&§g'group entered an institution of high

I

education” (Nat1ona1 Advisory Committee.-19793, p. 35) and the Tonger ‘they

‘d£1ege "In 1974 71 percent of the UB high school graduates compared

were in the program, the greater the probab111ty of their attend1ng co11ege

Spec1e1 Services for the Disadvantaged are»d1rected at undergraduateS'

rather than high school studentsqand,are.infended to promote persistence by
offering personal and.ecademic counseling, tutoring, and other support i |
services not generally available to regular students. The federal government
covers about three-fourths of the costs of these services, with the remainder

» coming from the highef education institutions them;e1nes. Between 1971 and
o 1977,uthe;proportion oﬁ{B]acks‘participating 1nlthjs program ‘dropped from

55 percent to 43 percent; concomitantly, the proportion of white participants

rose from 10 percent in 1971 to 32 percent in 1977 (Green, forthcoming).
) ]

+ s
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The Educational Opportunity,Centers program CEOP) differs from the
other three 4n that the centers are.located in the community rather than

1n educatwona] settings. They are 1ntended to meet the needs of the

-,

: res1dents of 1ow~1ngpmeane1ghborhoods by prov1d1ng financial and academic

, counse11ng that will enable the d1sadvantaged to attend co11ege B1acks

L 1977 (Greenx forthcoming).

| const1tuted ‘45 percent of a1l EOP c11ents 1h 1974 but on1y 39 percent 1n

%
v

» U v

Suppprt for Professional Trainfng and Resource Development

This category'inciﬁdes a number of federal jprograms designed to increase

minrority part cipation in-selected diseiplines--especially the sciences,

' 4 . . . . :
engineering, and health fields--at advanced levels. Several of these pro-

. grams are tardeted specifically to American Indians and managed by the

*

Indian Health Service Office. fOthers7:such as Legal Training for the Dis-*
advantaged, Mjnority‘Biomedica1 Suppdrt; and MinorityaAccess to Research
Careers--are directed at minority studentsﬁin general. h

. One,érogram'of spécial interest:is'the\éraduate and Professiona1 Op-
pdrtunity Program (GPOﬁ), which provides twd types of aid: 'fe11owships for

students from greups that have been underrepresented at the graduate and

professional levels (including m1nor1t1es and women), and grants to insti-

i
At

tut1ons for use 1ni1dent1fyﬁng, recru1t1ng, and prov1dﬁng support serV1ces

for these students In 1978- 79 Blacks constituted 45 percent of the fellow-

. ship recipients, and three h1stor1ca11y b1ack 1nst1tut1ons received 1nst1tut-

tional~awards under this program (National Advisory Committee, 1979a).

N

The Response of Higher'Education

The Tiberal mood represented by the‘Broun decision and by Lyndon

Johnson's Great Soctety programs was shared by the nation's academic
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institutions, which were enjoying-a period of unprecedented expansion

and high prestige during the early 1960s..- The large sums of money avai]éb]e
from poth public- and private sources e;ab1ed them to give expression to’
th1s concern forikoc1a1 JUst1ce -and equality of opportun1ty by initiating
policies and programs des1gned to help minorities gain access to higher

L : :

education._ Many co11eges ‘and oniversit%es-—inciuding some of the most

elite--developed outreach and recruitment programs and introduced special

~

‘admissions procedureg aimed at identiZyTng'minority applicants whose

overa11 prof11es gave ev1dence of poten tiai for success in co11ege even

though the1r past academic records and test scores did not meet trad1t1ona1
criteria. The number of these special admissions programs increased
dramatically aftpr the assassination of Dr. Martin'Luther King, dr., in
1968, and the vto]ehce?that ensued in some U.S. cities.

| As more minOrity students entered,predominant1y wh%te'co11eges,.it S
became obvious that; becaose‘of-their poor preparation in the - lower schoo1sav
many of tpem reduired special support services to help tbem adapt to and
perstst in college. Tpus, remedia1 tutoring, and counse1ing faci]ities
were deve1oped for this purpose. In the 1atter ha1f of the decade, student
protests over rac1a1 issues resu1ted in the establishment of ethnic studies
programs and ethnic centers on many campuses, and in-greater efforts. to

increase m1nor1ty representation on the facu1ty and~1n the administration.

5

The pro11ferat1on of community colleges, start1ng short1y after World

War 1I and continuing through the 1950s and 1960s, was one important factor

in the expansion of college enrollments generally and in the increased attendance

of 'young people from disadvantaged backgrouﬁds in particu1ar. In 1960,

. there were 521 tWo—year.co11ege§ in the United States, about three-fifths

of them publicly controlled. By'§§70, the number of two-year colleges had

increased to 8

73 percent of them pub1ic1y controlled. The number of v
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.degree-credit enroT1ﬁents in public two-year colleges jumped from 392,310'

in 1960 tg 1:519,762 in 1970{ an 1ﬁEreese of 287 percent. Enrollments in‘
private two-year colleges also rcse ever this period, but at a much Tower.
raéeg from 59,023 in 1966 to 1i0,220 in 1970, an 87 percent increase
(GPant and Lind, 1975). Because community colleges charge 1ittle or no
tuition, are nonresidentia] and thus eﬁab]e students to live at‘home while
atfepding college, have nonselective admissions criter{? (often requiring
no more than e-high schoq1 dip}oma), and are conveniently Tocated (with
many in urban centers ane thus easily aceessib1e to fnner-city residents),
they offer to poor and to poo;1y prepared.students opportunities for higber
educat1on that would otherw1se not be ava11ab1e to them. Such students

can enro11 1n a commun1ty co11ege exﬁect1ng e1ther to comp1ete an associate
degree infa two-year career program or to trensfer to a four-year college
in efder to;comp1ete a baeca1aureate program:t'

But\evee as it provides opporfunifjes, fhe cemmunityeco11ege poses ¢
dangers."AbﬁnQant research has demonstrated\ﬁhet students who, enter such
institutioes p]anaing to traps;er to a senior institution are hore 1ikely
than are their counterparts whe 1nitie11y'enro11 in other fypee of institu-
tion to drdp out before cemp1eting Fheir college education. What makes
the,situatfen more seriods, Blacks and nthef minorit%és have a greater ten-
dency than do’ Whites to‘enro11 1n:c3mmunity colleges. For instance, in

the fall of 1978, close tp twp in five of 411 black college students,

s

over half af all Hispanics, but only one-third of all white college students

13

were attending public two—year co11ege§,(Dearman and Plisko, 1980). The

dangers are widely recognized, as the following statement from¥a document

?

pub11shed by the National Urban League’ demonsgrates
The issue is whether [the community co11eges] are evo1V1ng

into "the..coming slums" of higher education," qr into & vehicle
for equal educational opportunity- for blacks.

45 :
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. If the community co]leges becoM@ increasingly -the institutions
for the high-risk, economically disadvantaged® minorities.of this
country, a d1fferent1a1 soc1ety, wherein minorities will have to
prove the merit of these institutions, is perpetuated. . .

, Could it be that these institutions just by definition re-direct
black students towarq alternatjve goals which are usually.of lower
social rank? The question becomes how to enhance and perpetuate
those characteristics which provide for an egalitarian, accessible,
high quality, low cost opportunity for higher educa%iqn without the
sacrifice of status and quality of educational services. The
promised open door cannpt become a merry-go- -round only-to dreams
of upward social and economic mobility". (Stent 1979, pp. 98-99)

. Progress During the 1960s

Before assessing the gains made by Blacks during the 1960s'w1th respec%

to higher education attainment, one must take into account several factors

that help to determine the pool of young people eligible to matriculate at

a higher education in%itution. These factors include delayed education‘

(i.e., being behind»in school), high school nonattendance, and high school
.completion. Table 2 showsvstatiétics“on these factors for male and female

1 .
Blacks of relevant age groups in 1960 and in 1970;-changes (in percentage

points) over the’ten-year period are also shown. For purposes of comparisons
the table also inc1udesvfigures for majority (i.e., non-Hﬁspanic) Whites.

Students who fall behind others of their age level 1in school are more

Hike1y to &rop out before high school graduation than are those who make

"normal" progress. Among the reasons for their ﬁigher attrition rates are
“boredo& with materials designed for younger students, feeling out of place,
being b1ameé.for disruptions and 1o§ing interest, and é lack of normal social
Tife with children of similar ages" (U.S. Commission on-Civil Rights, 1978,

p. 5). As Table 2 shows, in 1960 over onejthird of male Blacks and one-

~fourth of female Blacks age 15-17 wereg two or’moré years behind the modal

grade for their age (modal grade be1ng def1ned as the grade in which the -
'

: greatest number of students of a g1ven age are enrolled). Comparab1e figures

for Whites were 18 percent of 'the boys and i0 percent of the girls. By

45

a




o " - ‘< n
' ) .
| L

LY

U::
Table 2
Trends in Factors Related to EligiWility for College Attendance, 1960- 1970
by Race and Sex
(percentages) 3
Male Blacks Female Blacks . Male Whites® Female Whites®
1960 1970 Change 1960 1970 Change 1960 1970 Change = 1960 1970 Change
Delayed education” 36 26 -10 25 1% -8 8 12 -6 10 6 -4
High school c . i -
. nonattendance 21 16 -5 23 15 -8 18 9 -8 12 8 -4
High school. | . ' ) . '
completion 41 59 +18 42 62 . +20 ?} 83 +14 70 . 82 +12
— = = '\ . [

Source: Adapted from U.S. Comn1ss1on on Civil Rights, Soc1a1 Indjcators of Equality for Minoyities and
Women (Washington: The Commission, 1978), Tables 2.1, 2.2, and 2.3.

. N
dhites refers to majority (i.e., non-Hispanic) Whites.

bProporinn of 15-17-year-olds. who are two or more years behind the modal grade'for their age.

CProportion of 15-17-year-olds who were not enrolled in school on April 1.

dProportion’of %0-24—year-o1ds who had cémp]eteg 12 or more years of school.

21
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¢ 1970, déﬁayed education rates had dropped for all four groups. %Within éagh
racial category, éir1s weré less Tikely than were boys to have fallen
Behind in school, but Blacks of both sexes were still much more Tikely than
their white'‘counterparts ﬁo lag two or more years behind their modal grade,
and the racial gap was wider %or females than for males.

The second row of}Tab1e 2 shows the proportions of 15-17-year-olds, by
race and sex, Qho were not .enrolled in school JAn 19§O and.in 1970. Again,
one finq§bonsidefab1e improvement over the decade in that nonattendance
rates dropped. for all groupss(a decrease of from four to.eight percentage
points). Nonetheless, even iﬁ 1970, Blacks of both sexes were almost
twice as likely as their white counterparts not to be, enrolled in schoo].J

These young people are not necessarily "dropouts," since their nonattendance

may be temporary; some of them may return to high school and get the diploma

Once having left the system prior to high school completion, they are propbably
lost to higher education:
) Finally, Table 2 shows sizable increases in high school completion
rates over the ten-year period. In 1960, about two-fifths of Blacks and
70 percent of Whites in the 20-24-year-old population had graduated from
 high school; by 1970, the proportions had increased to about three-fifths
of Blacks and 82 percent of Whites. The gap between the races narrowed
only slightly, however: ,fro& 30 percentage points in 1960 to about 22
percentage points in 1970. )
These trends are confirmed by data on other .age groups. Table 3
shows changes in the educational attainment of Blacks ahd Whites,age 25
and older over the ten-year period. In 1960, close to one in four Blacks in’
the U.S. had no more than five years of schooling; by 1970, the proportion

l and thus may become eligibde for college. But the 11"ke'11'hood is small. 3 {

had dropped to 15 percent, whereas the propqrtion of Blac™ completing

o2
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Table.3

Changes in Educational Attainment of Persons 25 Years
and 0lder, 1960-1970, by Region and Race

[

—

Median School
Years Completed.

% with Less Than
5 Years of Schooling

% Completing
High School

1960 1970 Change .1960 1970 Change . 1960 1970 Ghange
Total U.S.: ,

Blacks 24 15 -9 200 - 31 411 8.2 9.8 +1.6
© Whites 7 5 -2 43 55  +12 10.9 12.1 - ¥1.2
South:

Blacks 32 21 -11 15 24  +9 7.0 ~ 8.7 +1.7

Whites 10 7% .3 0 497 +9 10.4 11,9% +1.5

v -
North and West: S .

Blacks 13 8 -5 27 - 39 +12 9.2 10.8 +1.6
_ Whites 5 4% -1 46 57% 413 11.1 12.2% +1,1

Source: Adapted from Bureau of the Cens«?, U.S. Department of Lommerce,
The Social and Economic Status of the Black Population in the United States:
Current Population Reports, Special Studies, .

A Historical View, 1790-1978. »
Series P-23, No. 80 (Washington: U.S. Government Printing Office, 1979), Table 70

4ata incdude persons of "other" races.
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18;24-year—o]ds'who'had completed four or more years of college, as'reported

high school 1ncreased-trom 20 perceot to 31 percent'duriog the decade. The"'
median number of school &ears-comp1eted by Blacks rose from 8.2 years t0'9.8
years. Amohg Whites, the increase was~é1ignt]y sﬁaller- f%oé 10.9 years to
12.1 median yearé'of schoo1ing As Tab1e 3 indicates, reg1ona1 d1fferences :' ‘ X
persisted. "In both 1960 and 1970 B]acks in the South averaged about .

two years less schoo11ng than the1r counterparts in the Né&th and West.

o ) : t
Whites in the South also had 1ower median 1eve1s of educat1on than Wh1tes in .

other reg1ons of the country, but the discrepancy was less marked

In summary, the decade of the s1xt1ec saw substant1a] 1ncreases in -
the numbers and proport1on< of B1acks ‘compTeting high schoo] and thds .
const1tut1ng the pool of" B]acks e11g1b1e for h1gher education. ° ‘ . .
, Table 4.shows college enro11ment rates for 18 24- -year- o]ds 1n 1960 .”ﬂ.' ::fm
and 1970. Among Blacks, the proport1on of. the ¢o11ege -age popu]at1on who - |
viere actua11y attending co]]ege rose from about 7 pércent tp 15 pekcent .over
the decade " Among Whites, the proportion- increased trom 15 percent to 27 o
peroent T It s 1nterest1ng to note that, in both years, co11egeﬁa§§_b1ack
men were only slightly more:Tikely than the1rvfema1e counterp&rt; to enroll.
in higher education, whereas among Whites, the sex differential was matked,A
especially in 1970, when one in threek%hite meo, bot oo}y onet in five white
women , oetween 18 and 2% years 8f age wds attending po]]ege. ‘Looking at absolute
numbers, one fihds that, even though tﬁe incqease in‘thectolleée—age (18—24eyear—
old) population was the same' for both races (44 per "ent), the increase in the 1
number of college students was considerably higher'for Blacks (223 percent)

. ~— . A N - 3 . &
than for Whites (155 percent). Women of béth races made greatér-gains éver

the decade thar did their male counterparts. A ’ : !

As to college COmp1etionqrates, Table 5 shows the proportion of

S
A

in 1960 and in 1970. White women registered the greatest'gains (1n percen-

tage poxnts). Once aga1n, however, the sex differential among Wh1tes

54. . .02 \I‘”/': .. e
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Table 4

Changes in College "Enrollment Rates of 18-24-Year-0lds, 1960-1970,
by Race and Sex

LN

1960° | | - 1970

Popu- ~ Number _ Proportion Popu- " Number b | Proportion

lation In College In College lation In College” 'In College
Blacks: 1,865 129 6.9 2,691 417 15.4'
Men 887 63 7.1 1,220 192 15.7
Women 978 66 6.7 1,471 - 225 15.3
vhites: 13,609 2,078 15.3 19,608 5,305 - 27.0
Men 6,633 1,267 18.9 " 9,053 3,096 34.2

Women 6,921 811 11.7 10.555 2,209 20.9

Source: Adapted from Bureau of the Census, U.S. Department of Commerce, The .
Sncial and { Cconomic Status of the Black Population in the United States: A Historical

View, 1790-147% Current Population Reports, Special Studies, Series P-23, No. 80

(wasninaton: U S. GOJernment Pr1nt1ng Office, '1979), Table 66.
3
Tpata for Blacks include "o@her“ races.

b, . ‘
Huirbrers in thousands
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Table 5

. I

Changes in College Completion Rates® of 25-29—Yedr—01ds, 1960L197O,\’*
: by Race and Sex- ; '

-

1960 1970 Charige
Blacks: ‘ , . .
len N 4 .6 +2
Women N . ' 6 8 .2
a Mhites:P A | |
Men ' 20 ., "22 +2
Wormen 9 14 . +5

-

Source: Adapted from U.S. Commission on Civil Rights, Socjal Indicators

o . of Equality for Minorities and Women (Washington: The Commission, 1978).

¥ . ’

aProportions who have Comp]eted at least four years of college.

bygiﬁgﬁ‘refers to majority,(%.e., non-Hispanic) Whites.
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strongly faVored men, whereaé women had the advantage amcng Blacks.

College comp1et10n rates are lower when ‘one 1ooké at a wider age range,
singe older people tend to have-hég less schooling. Acgording to Census
Bureau figures, the proportions of Blacks 25 years.and older who had at
least four yéars of college increased from 3 percent in 1960‘t0v4 percent
in 1970. Among Whites, the proportion increased from 8 percent in 1960
to 11 percent in 1970. There were virtually no régiona1 differences in these
rates. Tha; Blacks in the South were just as 1ikely to have a co11¢ge'éducation
as those in the North and West 15 probébly attributable to the cohtentration
of hisiorkca]qy black go11egés in the South.. Eveh in 1970; these institutions.
were the chief méans_whereby Blacks were a%fokded access to higher education;
thus, it was compara£ive1§ convenient for Blacks in the South to dovto college

(Bureau of the:Census, 1979). It should also bg noted that the gap between

Blacks and Whites, in terms of higher education attainment, did not diminish

~ over the ten-year %eriod. Iﬁdeed; it was slightly greater in 1970 than i

in 1960.
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CHAPTER 4,
CHANGES IN ACCESS AND ATTAINMENT DURING THE.SEVENTIES

If the siXties caH be characterized as a period of hope and progress
for Blacks and other minorities in an atmosphere of economic expansion .
and social 1ibe}a1ism, then the seventies must be viewed as a period of
reaction, of shrinking resources and fading prospects, and of growing
conservatism. With the costly and.divisive Vietnam War coming to an

end .and with an economic recession making itself felt, the mood of the

. ¢ountry turned sour.

Two writers have described this ch&@ging mood as it has affected the

efforts of Blacks to achieve equality in education, employment, and other.

areas of American life. Covering the period from 1969 to 1975, Faustine

Childress Jones (1977) analyzes the growing hostilitiy of the white working

q&@§§ toward Blacks:

~ ~

ﬁ These whites were generally frustrated, dissatisfied, and felt

) themselves 'to be powerless in their communities and in the
American system. This latent hostility appeared to be indepen-
dent of immediate dissatisfaction and frustrations, but
reflected aspects of a general racial orientation built up
over the individual's lifetime. . . .These white people view
black progress as a threat to their own strivings and achieve-
ments. : (p. 32) '

As competition for jobs and resources becomes more fierce, tra latent
hostility has often become overt, erupting in violent confrontation.

In addition to the "ethnic backlash" of the work%ng c1as§, there has
developed among hore affluent and educated Whites a kind of ¥ideological
back?ash, Airétted against the Tiberalism and social commitment that
inspired_much of the Great Society Tegfs]ation. "Finding no easy an§wers
to complex social and racial préb]ems," some influentjal white intellectuals--
including Daniel Moynihan, Irving Kristol, and Nathan G]azer--“rétreatéd

into the secure positions and are now concerned with the maintenance and

stability of an order which has rewarded them" (Jones, 1977, p. 41).
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Jones defines: four "streams" that make up neoconservative thought.
7 .

N

The first, associated with w1111aﬁ Shockley of Stanford and Afthur Jensen
of the Universi£y of California at Berkeley, is a renewal of fhe 5e1ief
that«B]acks are genetically 1nfer16r to Whites and that their intellec~ -
tual capacity is 11mfted/by'nafufe: The second is a "blame the victim"
mentality which attributes poverty to the bad habits of the pqdr: for
1nstan;e; their suppoéed inability to delay gratification. The third is

the conviction that 'governmental and institutional intervention in

[

individual affairs makes no substantial difference" (p. 43). Both these
notions were exbressed by Daniel Moynihan when he wrote about the’"tanéfe-'

of pathology" that characterizes the 1ives of poor Blacks and counseled

-"benign neglect" on the part of the government. Jénes labels the fourth

sfream "pseudomeritocracy," the belief that "adult success comes-so1e]y,
oraprimarily, F?om'ﬁerit“ (p. 46) and that hard work will inevitably be
rewarded; according to this school of thought, the "haves" in our society
obvidus]y deserve their status. ”

A1l these ideas--which receive wide circulation in such "serious" and

A . .
trend-setting journals as Commentary, Public Interest, %?d Atlantic Monthly--

lend an aura of respectability to attacks qp minority aspirations and
efforts to achieve some measure of »aquality and justice in American society.
Jones concludes that the negative effects of neoconsekvative thought

"could become a self-fulfilling prophec&. When blacks and the poor‘are
labeled as inferior, this confirms a 'natural rightness' for assigniqg them
an inferior status in society, with all the resulting effects of that status"

(Jones, 1977, p. 79).

Gerald R. Gill's Meanness Mania: The Changed Mood (1980) was written as
a sequel to Jones' book and describes changes from 1969 to 1975. The
term "meanness mania"--with all its 1mp]1¢atidns of "selfishness, stingi-

ness, and hostility"--is used to characterize the "fiscal and social
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conservatism" that has dominated the "political, cultural, and social”
scene in recedt years: According to Gill, this mania springs in part fromi
the erroneods belief of many middle-class Whites that B1acks have made
enormous adnantes an the past'few decades and no longer suffer from the

effects of discrimination; in part from a new. ethos of narcissicism,

'hedonism;_and self-absorption coupled with a callousness toward the

disadvantaged in American society; and in part from a "weariness with .

bchange“ and a nostalgic desire to return to (some false image of) the

-

‘past--impulses.that some authorities regard as part of a cyclical pattern

in American history. o . _

Most of Gill's book is devoted to the issues that absorbed the
attention of middle-class white Americans during the late seventies.
Among the topics he covers are attacks (from both the radical left and
the react1onary r1ght) on the qua11ty of public edueatlon,/gpﬁes1t1on
to busing, proposa1s for tuition tax credits and education vouchers (in-
tended primarily to nenef1t the middle class), demandshfor competency—a
based testing, the tax revolt as exemp1ified in Catzfornia's Proposition
13, and recent cha11en§es to the Concept'of affirmative actdon.

Both Jones and Gill offer a mass of evidence to supporf'%heir argu-

2
® ¢

ment that the cause of equal opportunity for minorities has been losing

ground in the past decade. The next section discusses two-court cases

which seem, on balance, to add further we1ght to this- argument The body

" of the chapter presents data or the recent progress and current status of

Blacks in the higher education system, onc°their institutional enrollment

patterns, and on their representation in various fields.

.Court Cases Bakke and Adams

. The charge of "reverse d1scr1m1nat1on“--the not1on that aff1rmat1ve

act1on taken to redress the effects of past d1scr1m1nat1on on Blacks and
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other minorities %inc1uding women) necessarily discriminates against white

b [y

men and. is thus unfair and illegal--Ties at the heart of the Bakke case

(Regents of the Un1vers1ty of Ca11forn1a v Allan Bakke) Bakke a white

ma1e, claimed that he had unfa1r1y been denied adm1ss1on to the UC Davis
medical school because of the school's special admissions program, wh1ch
reserved up. to 16.p{aées in the first-year class for minority—group
members The case, which made its way through the California Supreme

Court to the United States Supreme Court, attracted nationwide attent1on

and drew a»wide variety of organizations and institutions into the arena:

< ’ ] M
a record 69 amicus curiae briefs were filed in the case. Supporters' of

. Bakke Teveled the charge of reverse discrin:nstion, maintaining that

the medical schoo1's special admissions program‘amounted to the establishment
of a quota system and that such quotas are repugnant and unconst1tut1ona1
in their admissions practlces, public 1nst1tut1ons must be color- b11nd¢ On.

9,
the other side, advocates of affirmative actien held that traditional admissons

'practices had Tong worked to the detriment of the disadvantaged and that

_special programs are needed to compensate for Past inequities and to bring

Blacks and other m1nor1t1es 1nto the ma1nstream of Amer1can 1ife; a decision

in favor of Bakke, they said, would undo whatever sma11 progress has been'

made in"this area. As Justice Thurgood Marshall stated in his opinion:
"During most of the past 200 years, the Constitution as ihterpreted by this
Courtfdid not prohibit the most ingenious and pervasive“forms of discrimina-
tion against the Negro. Now, when a State acts to remedy the effects df‘
that legacy of discrimination, I cannot believe that this same Constitution

stands as a barrier" (quoted in Gil1, 1980, p._75).

o The Court's deeision: handed down in June of 1978, raised more questions

than it answered. The Court (voting five to four) found the Davis program

aunacceptable and directed that Bakke be admitted to medica1 schoo1. At

the same time (1n another five to four vote), it uphe1d the use of race as
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a "determinipng factor" in admissions decisions, citing Harvard's program
as.acceptab]e; Predictably, reaction was mixed. ‘Gi11 (1980) describes the

range of- responses ,

Z<*  [There were] thpse who viewed the decision as harmful to blacks
N and other minorities; those who viewed the decision to admit
» Bakke with alarm, but who agree with the Court's approving the

. use of race as a factor in the admission process; those who ‘
applalided the elimination of Davis' special minority admissions
plan; and, those who praised the Court for eliminating the special

Yy minority admiQSions plan, but who decried the use of race as a
factor in admissions. (p. 64)
The precise effects of the Bakke deciSion are difficult to assess Many.‘ -
co]]eges and univerSities may have retreated from their commitment to
: affirmative action. Some graduate and,profeSSiona1 schools have eliminated
btheir specia1 admjssions programs or revised' them to make economic disad-
vantagement rather than race/ethnicity a key factor, thus‘reserving some ;
; p]aCes for’ Tow-income Whites as well as‘1ow—income minorities; even this;
accommodation has been attacked'bv some‘critics as an ii]egaT quota system.
Gill maintains that "the controversy surrounding the Bakke case [had] a
chilling effect“ on the enollment of black students in profeSSiona1 - e
schoois Data provided by the ASSOCiation of American Medical Coiieges *
show that the proportion of BTacks among first—year medical school enroll-
ments dropped from 6 percent in 1977-78 to 5.8 percent in 1978- 79 and 5. 7
percent in 1979 80, then rose to 6.5 in 1980 81; moreover, the absoiute
number of Blacks admitted to medica1 school has remained fair]y steady i»}
or increased (see Astin, 1582, p. 84). Thus, Gill's statemént is not
supported by\this evi.dence."3 What is important about the Bakke case, however,
is what it reveals ahdut the-nood of the'country: widespread opposition
to affirmative action and a feeling, oh the part of,many middie-ciass Whites,

‘that the government has a1ready "done enough" to” help disadvantaged

minorities. It is impossible to calculate how many Blacks have been discouraged

:

B R N °
. . - . .
. [ . . -
-

from continuing on to graduate or professional school by their awareness
. j *
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that a large segment, of the public 1s 1nd1fferent or outright hostile,

to the1r asp1rat1ons

A somewhat unexpected consequence of: the Bakke decision is that
graduate and professional schools within. predominantly black institutions--
which historically have played such a vital role in training Blacks for /

high-1eve1 positions--have come under attack for giving preferential '

‘treatment 4o black applicants and for.directjng theirvprograms at blagk

students. The integrity of the historically black colleges is aiso

threatened, according to some observers, as a’result of another court

case: Adams v. Richardson (480 F, 2nd, 1159, D. C. Cir., 1973).
The Adams Titigation began in*1970 when the Legal Defense Fund (LDF) of

the NAACP Filed a class action suit agaﬁnst the Department of Health,

‘Education and Welfare (or, more accurate1y, aga1nst E111ot R1chardson,'

then Secretary of HEW, and Stanley Pott1nger, d1rector of HEW s Office

for Civil Rights), charging that HEW was mOV1ng too s]ow]y in enforcing
Title VI of the.Civil Rights Act of 1964, which proh1b1ts federal support

to pub11c educat1on institutions that pract1ce segregat1on and d1scr1m1na-
tion. The LDF complaint po1nted out that following: ear11er 1nvest1gat1ons,
HEW had concluded that ten“southern and border states were violating Title

Vf by operating a dua1 system of education but had failed to take any

action beyond send1ng 1etters to the states 1nvo1ved request1ng voluntary

compliance. In February of 1973, Judge "John Pratt of the U S. D1str1ct.

1

~. Court ofvthesDistrict of Columbia "orderedAHEw either to tha1n'comp11ance

from the ten states by receiving acceptable desgregation plans or to begin

enforcing Titte VI by terminating funds to those states that failed to

¢

.develop and submit acceptable desegregatidn plans™ (Haynes, 1978, pp. II-

.6 7). Th1s decision was upheld by the U.s. Court of Appeals, which set

June 1974 as the deadline for rece1V1ng acceptab]e p]ans Nine of the

ten states submitted plans by the_dead11ne, ‘and eight of the plans were
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deemed‘acceptabie by HEW. (Louisiana failed to submit a plan, and Missis-

. sippi submitted one that was not completely acceptable; both cases were

referred to the Justice Department for action.)

In Adgust of 1975, the Legal Defense Fund returngéd to the Circuit

_Court with a Motion for Further Relief, charging that the eight desegre-

gation plans accented b& HEW did not in fact comply with the decisions K
of.the;courts and that HEW was poiné nothing to enforce impiementation.
LDF called for the deveiopment of new plans designed to result in the
increased representation of Blacks in the student bodies and on the
faculty, administration, and governing boards of white co]ieges and to
enhance the role of the Black eoiieges. Judge Pratt's final decisjon,
delivered in April-1977, generaiiy found forithe plaintiffs; HEW was
ordered to seek more effective desegregation p1ans from six of the eight
states. The new p1ans were to be submitted and approved by January 1978
and imp]emented'during the 1981-82 academic year. '
' Opi%ion within the btack community on the issues raised by the Adams
case has been divided, wgth some biaok'educators fearing that desegregation

in higher education would, in effect, mean the end of the historically

black colleges (HBCs). The National Association for Equal Opportunity

”in Higher Education (NAFEO), an'organization comprising presidents of

black coiieges, filed two amicus briefs opposing LDF in the’course

of the 1itigation. According to NAFEG, the HBCs have long served as
"4pecial-purpose" institutions, compensating ‘for the~negative effects of
the "crippling and debiiitatinéDeiementany and secondary educationa]
system" on black youth. lETimination of the dual system of higher education
that e%ists in some states, and establishment of a unitary system, would

mean that "the Black Institutions must be assimilated (into the white unitary

s&stem" (NAFEO amicus cdriae brief filed with the U.S. Court\of Appef?s;
quoted in Haynes, 1978, pp. C-22, C-23). A]though this assimilation




would ostensibly promote equality of educational opportunity, it would .

: actua1fy subvert the Targer goal of providing "equality of educational:

*

attainment," a function Tong performed by;the HBCs, which‘have mqreover
since the very beginning.beén open to all races and have thus "been more
profoundly representative of thé American Ethic thaq the larger, more
affluent schools of Higher Edbcation in tHis country" (quoted in Hayngff
1978, p. C-28). ’ .

In response to the concerns expressed by NAFEOQ, the appeals court

referred to the "important role" played by the black colleges in training
~

minority professionals and emphasized that desegregation in higher education

'must be carried out on a statewide basis, rather than institution by insti-

tution, in order to assure the continued v1t§1%ty of the historically black

‘colteges. Moreover, in his 1977 Supp1ementa1'0rder,‘Judge Pratt ordered

HEW to draw up new guidelines for desegregation plans that would take

into account the special needs of black colleges: ”The process of desegre-
gation must not place a greater burden oh Black institutions or Biaék
students' gpportunity to receive a quality public highér educatién. The
desegregation process should take into account the hhequa1'statﬁs of the.
§1é?k co11§ges andvthe real danger that desegregatigh wWill dimiéish higher
educdation opportunities for blacks" (quoted 1n.Hayﬁes; 1978;‘p.;1—5).

The National Advisory Committee on Black Higher Education and Blacks
Co]]egés and Universitjes, a gfoup of educators created to advise the
Department of Health, Education and we1f¢re, has mixed views an the‘
ramifications and poésib1e consequences of the Adams case. On the other

hand, it believes that "the emphasis on equitable treatmentf‘. . Wwill e

do much/toward{he1ping the public Black colleges to attract-and maintain

gthe quality faculty with the appropriate commitment to the type‘of instruc-
 tion the& HBC's have characteristically offered" (1979b, p. 40). On the

other, it warns that 1hqreased competition for qualified black students

. .
. i .
1] ! -
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may have adverse effects. Insofar as the pool is Timited, and to the

extent thit white institutions are successful in rec;uiting a larger share
'of that pool, the hi§%orica11y black colleges are threatened by severé
- enrolTment reductions, and concomitantly, loss of revenue. ‘ <.
In its recommendations:for ”f{nancing and planning for diversjty in
American higher education," the National Advisory Committee,(1979b) states:‘

Where diversity as to control is a ¢learly defined and accepted
concept, there exists a contradictory posturé with respect to
* the maintenance of diversity based upon racial characteristics.
.The direction of integrationyéfforts in the Adams States .
pojnts to an emphasis on adjusting the mix of other race students
at historically Black and white institutions. . . .Loss of a
minority sensitive enwironment such as that typically afforded
in the HBC's in not an even trade-off and may be a setback in e
equal educational opportunites for Blacks. *(p..55)

L
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‘ .
Thus, it recomwends that the public Q]aqk colleges continue to‘pursue
their histo;ica1 missions and that fédera1 and state agencies monitor
desegregat{on efforts to assure that they do not€¥ead to Toss of black
enrollment or to increases in the attrition bf black students.

In sum, both .NAFEO aqq the yationa1 Advisory Committee support the
Adams decision insofar“agkft ma& ‘lead to the programmatic and pEysica]
enhancement of the h%stdrica11y black colleges. Bht they oppose desegre-
. tgatioﬁ of the HBCs to the extent that the predominantly minority atmosphere

would be lost and the'institu?ions no longer 96Cia11y identifiable (as

was Qrigina]]y proposed by the Legal Defense Fund).

-

Progress During the 1970s

This section examines the recent progress and current status of
Blacks in their quest for equal edutational opportunity. Usiag data
from a varigty of sources, it follows Blacks through the educational
pfpe1ine: from high school completion, through college entry)é;; bacca-
laureate attainment; to participation in gradgate and professional

o ’

education.
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High School Completion

Chapter 3 noted“thatﬁthé 9901 of‘youhg Blacks e]jgié]e to matriculate
at a highér education institution increased during the 1960s, as rates of
de1§yed education and high school nonaftendancg dropped and as the high
LssLhoo] cgﬁp]etion rate.rose. Progress continueds to bq‘made in these areas
duriné the219705. According to the U.S. Commission on Civil Rights (1978),'
thé proportion of 15-17-year-old Blacks who were two or moreayearsvbehind
the modal grade for their age dropped: from 26 percent in 1870 to 23 per-
cent in 1976 for ‘boys; from 17 percent in 1970 to 15 percent in 1976 for
girls. Nonetheless, even as recently as 1976, Blacks were about twice as
Tikely as majority (non-Hispanjc) Whites (whose delayed education rates ¢
were 10 percent for boys and 7 percent for girls) to have fallen at least
two years behind in school. As pointed out earlier, this scholastic °
retardation increases the student's probability 6f dropping out of school
prior to graduation. The proportion of 15-17-year-old Blacks not énro11ed
in school also dropped between 1970 and 1976: from 16 percent to 7 percent
for boys; from 15 percent to 6 percent for girls. The comparable figures
for majority Whites in 1976 were 5 percent for boys and 6 percent for girls.
In short, Blacks were close to achieving parity with Whites in terms of
high school attendance rates for this age group. Among 20-24-year-§1d
Blacks, high school completion rates rose from about three in five in -
1970 to about three 1ﬁ'four (24 percent) for both sexe§ in 197¢. Thus,
26 vercent of Blacks, ¢ompared with 13-14 percent of Whites, in this age
group may be deéignatgd h%gh school dropouts. Cos

Tab]eu6, which is based on weighted five-year averages from the 1974-78
Current Population Sdrveys (CPS) of the Bureau of the Censqs, arrives at slightly
higher estimates for both racial groups: About 30 percent of 20-25-year-old
Blacks and 18 percent of 20-25-year-old Whites were neither‘high school »
graduafeg nor enrolled in school at the time of the October survéx; The
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‘Table s S

. Proport1ons of High School Dropouts
in the 14-25-Year-01d=#Black and White Populations o
" (Weighted Five-Year.Averages, 1974-1978) R ..

o

* Blacks’ '_\ )
Proportion 3
of Dropouts

Whites
.Proportion
‘'of Dropouts

Sample
Number

Sample

‘Age' * Number

14 1,966 o1 11,282 !

15 2,033 \ 2 11,467 . 2

- 16 1,994 . 6 11,587 - 6

17 1,900 12 Y 11,223 10

18 L1+671 20 10,673 13"

19 1,590 27 . 10,043 - 16

B YN

9. 990 17

21 1,335 £330 . 2990 Co

5N
o B} : .
18 : .
R . s

32 . .

22 1,328 31 9,817

23 1,228 32 . ' .9,700 18

24 1,200 - 29 . 9,786 . -« .18, [

1,108 28 9,534 18

X 25

Age 20-25: . ' ' 0 R 5

Sanple number °

Mean

7,558

58,873 ,

29.5

~ e

. 17.8

Source:

Burcau of the Census, U.S.

Note:

Department of Commerce

Current Popu?at1on Survey Public Use Tapes prOV1ded by the

\ -

A dropout was def1ned as any person who, at the t1me of the

survey, was not a high school graduate and was not enro11ed in schoo1

Samp1e obta1ned by combining data from f1ve consecut1ve Current .
Population Surveys (October surveys, 1974~ 1978).

. - 68
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Table 7

Regional D1fferences in Black and White High School Comp]et1on Rates
and Median Years of Schooling, 1975

Blacks Whites

Percent Median Percent Median
Completing . School Completing School
High Years High Years
School _ Completed School Completed
Ages 25-34: ,
Total U.S. 69 12.4 82 12.8
South 63 12.3 78 12.7
< North and West 75 12.5 84 ‘ 12.8
Age 25 and over:
“Total- U.S. 43\ 10.9 65 12.4
South - 33 9.5 60 12.3

lorth and West 53 12.1 66 C12.4

Source: Adapted from Bureau of the Census, U.S. Department of Commerce,
The Social and Economic Status of the Black Population in the United States:
K Historical View, 1790-1978. Current Popuiation Reports, Special Studies,
Series P-23, No. 80 (Washington: U.S. Government Printing Office, 1979),
Taples 70 and 71. )
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TaB]e 7 -also shows regional differences. Residents of the North

and West have fared somewhat better educationally than Southerners, and
this is particularly true for B]acks. 0i those Blacks age 25 and over,
only one-third in the South, cémpared with slightly over half (53 percent).'
in other regions, had completed high school. . The gap between Blacks and
Whites in this age group is particularly evidént in the South, where
Blacks were almost twice as 1{ke1y as Whites to drop out of school;
in the North and West, B]écks were only about one-fifth more 1ikely than
Whites to fail to graduate from high school. Regional differences between
the races are less appareﬁt'in the 25-34-year-old population, ref]ectin%
improvements over the last decade or so in the secondary education offered -
to Blacks 1iving in the South.

In summary, during the 1970s, the proportion‘of Blacks dropping out
of high séhoo] prior to graduation continued to decrease. By the last
years of the decade, the high school completion rate for Blacks was about
72 percent. The comparable fidure for Whites was 83 percent; for the other
minorities under consideration (Chicanos, Puerto Ricans, and American

Indians), it was only 55 percent.

College Entry

0f those Blacks who graduated from high school in the 1970s, how many
continued on to higher education? Table 8, which is based on aggregate
data (1974-78) from the October Current Population Surveys (CPS), shows
that about two in five BTacks (41 percent, compared with 45 percent of
the Whites) who graduated from high school in June were enrolled jn college
on a full-time basis the fo]]owing September.
An alternative estimate comes from the National Longitudinal Study
'(NLSﬁ, conducted by the National Center for Education Statistics, thch

found that 37 percent of the Blacks (and 45 percent of the Whites) who
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Table 8
Proportions of Black and White High School Graduates
Enrolled as Full-Time College Students
(Weighted Five-Year Averages)‘

Number of Years Blacks Whites
Since High 3 Sample Eroportion Sample,’ Eroportion
Schoo]l 9raduat1on Number in College Numbef in College
None ) 1,143 41 9,477 45
One K 1,025 35 ' 8,492 .37
wo | 1,223 32 10,287 . 33
Three 1,160 27 9,577 - 31
Four 1,118 19 . 9,653 18
Total 5,669 47,486
Mean 30.8 ! 6 32.8

Source: Bureau of the Census, U.S. Department of Commerce, October ‘

Current Population Surveys, 1974-1978.

Since high school graduation -usually takes place in June and the
surveys are conducted in October, four months should be added to each
value (%.e., one year really means one year plus four months, etc.).

bSamp]e of recent high school graduates obtained by combining data
from)five consecutive Current Population Surveys (October surveys, 1974-
1978) .

(’\
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grgduated from high school in 1972 were attending college the following
September. In judging which of tﬁeée figures %or Blacks--41 percent or

37 percent--is most accurate, one should bear in mind that the NLS data are
based on a single year (1972), whereas the Census data represgnt a five-
year average.(1974-78).4 Thus, the Census daté may better reflect increases
in the college entry rate for Blacks durjng the decade. On the other hand,

Astin (1982) points out that the Census data are based on the response

- of "household informants" and consequently may be somewhat inflated:

"Because a household informant does not always have up-to-date in?ormation
on the enrollment status of other housého]d members, he or she may tend to
eér by inqicatiné that a household member is enrolled as a college studeht
when that persoﬁ is in fact not enrolled. Similarly, household informants
may -confuse trade or vocational schoq1s with degreg-granting colleges ahd
universities" (pp. 33-34). | ’

Returning to Table 8, we find that, one year after high school graduation,
the proprtions-attending co11ege,fu11 time had dropped to 35 percent for
Blacks and 37 percent for Whites. It does not necessarily follow that the
attrition rate during the freshman year amounté to 15 percent for Blacks
and 18‘pércent for Whites.- The rate could be lower (since some of the
students may have switched to par‘’-time enrollment or may be "stopping out"
of college temporéri1y), or it could be highe; (§ince the figures far full-
time enrollment are swelled by .those who delay entry to college fgr a year
or more). Thé proportions continue to decline until, in the bctobgr four
years after high schoo1 graduation, only about one in five of tﬁe high school
graduates (lé percent of.the Blacks, 18 percent of the Whites) was attending
college full time; it should be,noted that undergraduates making "normal"
progress would have received the baccalaureate the previous spring. Aver-
aging‘the proportions over time, we arrive at a college entry rate for

Blacks (30.8 percent) that is only slightly lower than that for Whites
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(32.8 percent).

fhe proportions of B]écks and Whites in two different age cohorts
who reported having at least some college education are shown in Table 9.
Over the seven years of the March CPS, the rate averages 28 percent
for Blacks and 41 percent for Whites in the younger cohortg and 28 percent
for Blacks and 45 pérceﬁt for Whites in the 25-29-year-old population.
Taking into account the high school dropout rate, we may conclude that, in
fhe 1970s, about two in five of the Blacks (39 percent) and about Ha1f of
the Nhites (47 percent) who were high scHoo] graduates enno]]ed in college.

Another way of examining college entry rates is to estimate the
proportion of Blacks among entering college freshman. Different sources
yield somewhat different estimates: .In the National Longitudina1 Study,
Blacks constituted 11.5 percent of 1972 college entrants; according to
1976 data from the Officé for Civil Rights, they constituted 12 percent
of the entering freshman class. Figures fgom the Cooperative Institu-
tioral Research Program (CIRP) are mark§d1X.1ower{ a mean of 7.6 peréent
in the 1971-73 freshman surveys and a mean of 8.7 percent in the 1975-77
freshman surveys.- Sincé Blacks accounfed for about 12 percent of the
co11e§e-age population (18-22-year-olds) in 1975, and since the NLS and OCR
figqres would indicate that their ré&resentation among entering freshmen
was equal to their repreggntation in the population, the more conservative
CIRP estiwates make better sensé (Astin, i982, pp. 37-39).

CIRP data also provide information on trends over Efge in.the repre-
sentation of Blacks among entering fresﬁaen. In the early &ears of the
freshman survey (1966-69), Blacks constituted less than 6 percent of
first-time, full-time freshmen at the nation's colleges and universities.
The figure jumped from 6.2 percent in 1970 to 7.5 percent in 1971, then
increased'steadi1y to 8.7 percent in 1976, and fluctuated somewhat {n the

later years of the decade, rising to 9.2 percent in 1930. Between 1970

!{l ?3
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Table 9

<o

Proport1ons of Blacks and Whites of Different Age Cohorts

Who Have Attended College

7

Overall
College
Year of Survey Entryb
1973 1974 1975 1976 ¥977 1978 1979 Rates
Ages 20-21:°
Blacks 25 29 26 26 32 30 29 39
Whites 41 41 39 42 41 40 41 . 47
Ages 25-29:
]
Blacks 22 24 28 28 31 35 31
Whites 38 42’ 43 46 47 48 48
Source: Bureau of the Census, U.S. Department of Commerce, March Current

Population Si Surveys, 1973 1979.

AFrom 1976 on, data 1nc1ude ages 20-24.

bMean rate adjusted for high school dropout rates (that is, rates show

percentage of high school graduates who attend college).
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by about an eighth (12.6 percent) (Dearman and P1isk6, 1981, p. 148)

A

and 1980; the proportionate increase was 48‘perpent.

In absolute terms, the numbgrs of 18-?1-yéar-o1d B]aqks enrolled in
college increased from 522,000 in 1971 to 665,000 1n51975 (a_27.4 percent
1n2rease, compared~@1th,an 11.7 percent increase in total college enroll-
ménts of 18-21-year-olds). Enrollments grew more slowly over the latter
part of the decade, reaching 696,000 for college-age Blacks 1h 1979 (a.4,6
percént increase from the 1975 figure, compared with an increase of only
0.8 percent for to£a1 enrollments). Thus, over the decade (1971-79), black
enrolIments increased by about a third, whereas total enrollments grew

In summary, the college enrollment of Blacks rose during fhe'19705~~
in absolute numbers, as a proportion of the college-age black population,
and as a proportion of all co]]ege enro]]mehts--peaking around 1976 or
1977 and remaining fairly stabie after that. To generalize: Of tﬁose-
Btacks Who graduate from high school, about two in five (39-41 percent)
entgr college. This rate is about equal to that for'Chicanos (50 percent)
but Tower than.£hose for Whites (45-47 percent) and Puerto Ricans (about |

50 percent). Where Blacks enroll is discussed later in this chapter.

College Completion i (/
According to the National Longitudinal Study, of 1,081 Blacks who
graduated from high school in 1972 and entered college the following fall,

almost one in four (24 percent) had earned the baccaluareate by 1976.
Comparéb1e figures were 34 peréent for Whites, 13 percent for Hispanics,
and 16 percent for American Indians. In addition, about two in five black
college entrants had completed two or more years of college by 1976, and
the remaindetr {36 percent) Had dompleted less than two years of college.
Since a%Eody of research shows %haf undengraduateé dften take 1ongér than
the traditional four years to complete the baccalaureate, it is Tikely
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that many .of those who had not received the degree by 1976 eventually

‘received the baccalaureate. Indeed, data from the bresent study

) ? ‘
show that, of the Blacks who entered college in 1971 and were followed up

- nine Years 1atér,‘1n 1980, .about half (50.4 percent; two—thirds of those

initially enrolling in four-yéar colleges and universities, ahd one=fourth
of those initially enrolling in two-year co11eges)‘had gradqﬁted”froh college.
(See-Chathr 5, Table 19).

Other data on college completion rafes come from the .Bureau of the

. Census and the U.S. Commission on Civil Rights. Table 10 shows the propor-

tions of 25-29-year-old Blacks who reported, in- the Current Pepulation

Survays (1973-Z9) having completed four or more years of coliege; comparable

figures are given for Whites. The proportion of Blacks increased from 8

percent in 1973 and 1974 to 11 percent in 1975, then to 13 percent in

1976 _and 1977; in 1978 and 1979, it dropped to 12 percent. The probortion

of 25;29-yeaf-o1d Whites completing at Teast four years of college was

about two»andjé-ha1f times that for Blacks in thé early part of the decade;

as Tate as 1979, Whites were twice as likely as Blacks to have earned a bacca-
Iaureéte. Expressing the college completion rate as a percentage/of the
college entry rate, we may conclude that about fwo in five of the Blacks
who enroll in collage (compared with three in five ‘Whites but only three
in ten Hispanics) éctua11y attain the bacca1aurea£e. Thus, the c611egev
attrition ‘rate for Blacks is about 60 percent. Of Course, ﬁany students B
enter college aiming no higher than an associate degree and leave college :

after fulfilling these aspirations; such students cannot properly be

n

regarded as pouts. ‘
The Y.S. Commission-on Civil Rights presents dat;\zggskete1y by sex

for the,25-29-year-o1d popu1ation. In 1970, 6 percént of black men and

8 percent of black women in this age cohort had completed at Teast four

years of coiiege; by 1976, the figure had increased-to 11 percent for
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Table 10

o &
Proportions of 25-29-Year-01d Blacks and Whites
Who Have Completed At Least Four Years of College

Estimated

College
- Completion
Year of Survey Rate Among

1973 1974 1975 1976 1977 1978 1979 College Entrants®

A

Blacks 8 8° 11 13 13 12 12 11.4

$

Whites 20 22 23 25 25 25 24 58.5

Source: Bureau of the Census, U.S. Department‘of Commerce, Current
Population Surveys, 1973-1979. '

q1979 figures expressed as a percentage of all students who entered
college (Table 9).

3
-z




both seéxes. As reported in Chapter 3, the Qendey difference was much
more pronounced among Whites. In 1976, about one-third (34 percent) of
25-29-year-old white men, but only 22 percent of their female counterparts,

had a baccalaureate. Thus, white men were over three times as Tikely as

black men, and white women twice as Tikely as b]gck women, to have

graduated from college (Commission on Ciyil Rights, 1978, p. 14).
As Table 11 indicates, in 1975, regional differences in cé]]ege completion

rates were sTight. Somewhat surprisingly, among 25-34-year-old Blacks,

these Tiving in the South were slightly more likely than those in the

North and West to have completed at least four years 6f co11ege; whereas among
Whites in this age cohort, the opposite was true. Moréover1 the college
Edmp]etion rétes of Blacks had'iné}eased more in the éouth (from 6 percenp

in 1970 to 12 percent in 1975, an increase of 100 percent) than in other
regions_(from 6 percent in 1970 to 10 peréent in 1975, a 67 percent increase).
Again, college cbmp1etion rates were higher for the 25-34-year-old population
than for the age-25-and-o1der'popu1ation_(Bureau of the Census, 1979).

| Data from the National Center on Education Statistics give somewhat
differént national figures on the college completion rates of 25-29-yeak-

old Blacks: 10 percent in 1970, 15.2 percent in‘1975, and 15.3 percent &Q\\
1978. Nonetheless, the trend is the same as that reported for college
enrollments: an increase during the early part of tﬁe 1970s, followed

by stabilization in the later part of‘the decade.” Thus, Blacks accounted

for 6.4 percent of the bagca1aureates avarded in 1975-76 and 6.6 percent

in 1978-79, a negligible increase.

Participation in Graduate and Professional Education

As Table 12 indicates, the gap between Blacks.and lhites with respect
to graduate/professional school attendance narrowed somewhat over the

decade of the seventies. In 1973, 1.5 percent of 25-29-year-o1d Blacks,

.
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Table 1

Reg1ona1 Differences in the Proportions of Two Age Cohorts
At Least Four Years of Co]]ege, 1975

!

of Blacks and Whites with
: f
. i
Ages 25-34 ' Age 25 and Over
Blacks Whites | / Blacks Whites
e e - r -
Total U.S. 11 22 / 6 ‘14
South 12 20 | s 14
i
North and West 10 23 | 7 15
Adapted from Bureau of the Census, .S. Department of Commerce,

Source:

Current PopulationfReports, Special Studies,

The Social and Economic Status of the Black Population in the United States:

A Historical View, 1790-1978.

Series P-23, No.
Table 70 and 71.

80 (Washington:

7

u.s. Government’Pr1nt1ng 0ffice, 1979),

J
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Tap1e 12
Proportions of 25-29-Year-01d Blacks and Whites
Who Have Attended Graduate or Professional School
Estimated Rate of
Graduate School
Year of Survey Entry Among Col-
1973 1974 1975 1976 1977 1978 1979 lege Graduates?
Blacks 1.5 2.4 2.3 4.2 3.9 3.5 4.3 35.8

Whites 7.0 7.4 8.1 8.2 8.6 8.3 8.1 33.8

Source: Current Population Survey Public Use Tapes for October
surveys, 19/4-1978, provided by the Bureau of the Census, U.S. Department
of Commerce.

¢

41979 figures expressed as a percentage of all students who completed -
least four years of college (from Table 10).
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compared w1th 7 percent of Whites in that age group,’reported having some
training beyond the baccalaureate; by 1979, the f1gures were 4.3 percent
of the Blacks and 8.1 percent of the Whites. Thus, in the early years
of the decade, Whites were four times more 1likely than Blacks tq have
attended profeesiona1 school, whereas in 1979, they were only tuice as
Tikely. 'ﬁoreover, comparing the proportions<hav1ng some advanced training.
with the ‘proportions receiving the bacca1aureate, we find that black college
graduates nave slightly better graduate scnoo1 entry rates than white co1iege
graduates (see last column). '

Table 13 summarizeé data on the graduate enrollment and attainment
of Blacks, as compared with Whites. Dividing thevnumber of first-year
graduate enro11ments in fa11 1976 by the number of baccalaureates awarded
in the previous academic year (ﬁ975 76), one arrives at a s11ght1y higher
graduate entry rate for Blacks (70 percent) than for Whites (67.4 percent).
0f course, these rates are to some extent approximations, since not all

-

students embark on their graduate education directly after receiving ‘the
baccalaureate. On the other hand, tirst-year graduate enrolTments are '
swelled by‘those who graduated from college in earlier years.

As to graduate degree attainment, Blacks accounted for 6.9 percent of
those receiving master's degrees and 4.4 percent of those receiving doctorates
in-the 1978-79 academic year. Dividing the total number of graduate-degree
recipients by the number of - first- -year graduate enrollments two years earlier,
one arr1ves at a graduate completion rate of 49.8 percent for B1ackg and
50. 3 percent for Whites. (It would have been preferable to look over»a
longer time span in calculation doctorate attainment rates, sincefm;st
students take considerap1y'1onger than two years to complete their/
doctora] work;'however, the 1978-79 figures were the most‘recent a&a11ab1e.)

In other words, the attrition rate from graduate school is about the same

for Blacks and_Nnites,(SO'percent), though it should be noted that only
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Table 13 s
.Black and White Participation in Graduate Training. e
) Blacks “Whites , Total
N % . N N o« %
3 o ' TR
Baccalaureate recipients, 1975-76 59,187 6.7 811,772° 87.6  927,085° 100
First-year graduate enro11ments, o - . T |
Fal- 1976 41,483 6.4 547,148, 84.3 649}125 1100,
Master s_degree recipients, .o N » '
1978 79 + 19,393 6.9 249,051 - 88,8 ° 280,482 100.
, N s
Doctorate recipients 1,267 4.4 26,128 " 90.9 28,774 100
Total graduate” degree rec1p1ents, | . .
1978-79 20,660 6.7 27%,179 89.0 309,256 100
- | | | R
Graduate entry rate 70.7 - 67.4 700 - -
Graduate completion rate 49.8 50.3 47.6 °©
N -5 .

Sources:
1981 Edition (Washington:

-

Department of Health, Lducat1on and Welfare, Racial,

Nancy ! B Dearman: and Valena W. Plisko, The Condition of Educat1on,

National Center for Education Statistics, 1981)%
Ethnic and Sex Enroliment

u-s.

Civil Rights, 1978).

t Y.
.
.
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Data from Institutions of ngher Education, Fall 1976 (Washington:

0ffice fagr
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about 6 percent of the graduate degrees awarded to Blacks, comparéd with
g.é percent of those awérded to thtesa were doctorates. The areater
probensity of Blacks to earn master's degrees may in part be explained

by their con:enfrationﬂin the field of education, where a master's degree
is more‘appropriate than is the case in other fields, especially the
natural sciences. (B1aék representatiorn in various major fields is
discussed later in this chapter.) \

Precise data on black participation in professional education is
difficult to obtéin; Table 14 summarizes information for law and the
medical profeésions (medicine, dentistry, and veterinéry medicine).
Blacks constitutéd 10.2 percent of the 1971 fréshmen who named prelaw
as their intended major and 6.7 percent of those planning to major in pre-
medical curricula. 'In the fall of 1976, they accounted for 4.6 percent
of first-year enrollments in ?aw school and 5.3 percent of first-year
enrollments in medicine, dentistry, and‘veterinary medicine. In 1978-79,
they received 4.3 percent of the law degre@s awarded and 4.5 percent df
the degrees awarded in the medical professﬁons. Dividing the numbefs
receiving degrees from the numberg of fir#%-year enrollments, we arrive
at a completion rate of 28 percent for B1écks (and 31 percent for .
Whites) in law and of 22 percent‘fér B]aqks (and 26.5 perrent for
Whites) in medicine, dentistry, and vete#inary medicide. In other
words, Blacks were only slightly more 1ﬁke1y than Whites to drop out

of law and medical schools. /

As to trends over time, CPS data sLow thaf the. proportions of 25-
29-year-old Blacks who reported having;attended gradugte or pﬁbfessiona1
school rose during the 1970s, from 1.5 percgnt in 1973‘to 4.3'pércent in
1979, an increase of 187 percent. Among Whites, the increase over the
same period was on]y 16 percent. Nonetheless, ip 1979, Whites in the
25-29-year-old cohort were almost twice as 1ikely as Blacks to have at
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table also shows the propértions of dropouts at younger ages. Up to age 17,
Blacks show no greater propensity to Teave school thaé Whites. By age 18,
hdwever, 20 percent of the Blacks (but cnly 13 percent of the Whites) were
dropouﬁs. The gap between the races widens up to age 23, then stabilizes
for Whites at 18 percent and drops slightly for Blacks from 32 percent of
23-year¥o1ds to 28 percent of 25-year-olds.

The discrepancy between these twa data sources illustrates the difficulty
1nvo1véd in calculating high schooi completion (or attrition) rates pre-
ciseily. One arrives at different egtimates dépending on the age ranges
cohsidered~and the definition of "dropout" used. For instance, according
to additional data from the October Current Population Sprveys, in 1978,

73 percent of 20-24-year-old Blacks and 77 percent of 25-29-year-old Blacks

had completed high school (Astiq, 1982, p. 30). The reason that the former
figure is lower is that many 20-~24-year-old Blacks are probably still in

high school; thus, they cannot properly be called dropouts. Génera11y speaking,
howéver, the: Tore older people included in the range considered, the lower

the high schoo1 completion rate will be, because of generational dif¥erences

in length of schooling. Simply put, more recent age cohorts go to school
longer. Further, the older one gets, the less 1ikely one isﬁto return

to school in order to get a *iploma.

These cohort differences are apparent 1n fab1e 7+ In 1375, over
two-thirds (69 percent) of 25-34-year-old Blacks in the U.S., and’over
four-fifths (82 percent) of their white counferparts, hgd completed
high school. When the age range is expanded to 1nc1udé.a11 persons age
25 and older, the high school comp1etfon rate drops: to 43 percent for
Blacks and 65 percent for Whites. The gap between the races is much
wider in the Tatter age cohort than in the former, indicating that

L

younger Blacks nave had greater opportunitiés for schooling than thei?

84
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Table 14

Black and White Representation in Professional Schools

Professional

Professional Degree
Entering EnrolTments Recipients
Freshmen Fall 1976 : 1975-76
¢ Fall 1971 N % N %
Law: ’ 116,066  100.0 35,524  100.0
Blacks 10.2 5,339 4.6 1,516 4.3
dhites 83.7 105,260  91.0 ° 32,363  91.8 N
' . . . }
Medicine, dentistry, and veterinary medicine® 83,601
Blacks ‘ 6.7 4,431 5.3 989 4.5
Whites 88.1 74,752 89.2 19,736 89.8

Sources: Cooperative INstitutional Research Program data tapes for 1971 freshmen; U.S. Department
of Health, Education and Welfare, Data on Earned Degrees Conferred from Institutions of Higher Education
by Race, Ethnicity, and Sex, Academic Year 1975-76 (Washington: Office for Civil Rights, 1978); U.S.
Department of Health, Education and Welfare, Racial, Ethnic and Sex Enrollment Data from Institutions
of Higher Education, Fall 1976 (Washington: Office for Civil Rights, 1978). R
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least some graduate or professional school education (8.1 percent, versus

4.3 percent). The proportion of Blacks among doctorate-rec{pients also
increased over the decade: from 2.6 percent in 1973 to 4.1 peréent in 1979;
the peak year was 1977, when Blacks accounted for 4.3 percent of the doctorates
awarded. The proportion of Blacks among first-ye;f medicai'schoo1 enro11ments
jumped from 2.7 percent in 1968-69 to 7.2 percent in 1971-72; through the
remainder of the decade, the proportjon remained fairly stable, fluctuating

between 6 and 7 percent. The proportion of Blacks among total law school

,enno11ment§»rose during the ear1y 1970s, peaked at 4.7'percent in 1976-77,

then declifed slightly (Astin, 1982, pp. 45, 83-85).

In summary, black participation in graduate and professional education
increased in the early years of the decade but has stabilized or declined’
s1ightly since the mid-19705. The graduate entry and graduate completion
rates of Blacks ere about the same as those for Whites, but Blacks are
somewhat more 1jke1y than Whites to get a master’s degree and less Tikely

to attain *“he doctorate.

Conclusion

Looking at trends in the 1970s, we find that the high school dropout
rate qf‘B]ackg decreased, while that for Whites increased. Nonetheless,

even in 1979, Blacks were less Tikely than Whites to complete high school.

. The representation of Blacks among entering freshmen, among baccalaureate-

recipients, and among graduate and professional schod] enrollments and
degfee-recipients rose during the early 1970s, peaking in 1976 or 1977.
Since then, however, Tittle 1mpfovement in aceess or attainment has been
registered. |

Blacks are increasingly underrepresented, relative to their proportion

~in the population and relative to Whites, at each higher level of the

educational pipeline. Thus, about 726percent of Blacks (compared with

!r" 87 .
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83 percent of Whites) complete high school; 29 percent of Blacks- (com-
pa?éd with‘38 perceht of Whites) enter college; 12 bercent of Blacks
(compared}@dth‘23 percent of Whites) earn the bécca]aureaté; 8 percent of
Blacks (compared wifh 14 percent of Whites) enter graduate school; and

4 percent of Blacks (compared wi%h 8 bercent of Whites) earn a doctorate
or a professional degree. The greatest "leakage" of Blacks occurs during
the high school and the college years; both their high school and their
undergraduate attrition rates are about one-third higher than the rates
for Whites. They are only slightly less 1ikely than Whites to enter .
college (40 percént of black, compared with 45=percent of white, high \\\
school graduates) and slightly more 1likely to enter advancedftréining

(66 percént of black, compared with 60 percent of white, baccalaureate-
recipieﬁts). Their attrition from graduate or péofessiona] school is

somewhat greater than that of Whites (50 percent versus 43 percent) (Astin,

1982, p. 51). On the whole, Blacks succeed at a higher rate than the

other three minorities under consideration; only 2 percent of Chicanos,
Puerto Ricans and American Indians "survive" in the educational pipeline

ﬁhrough completion of a graduate or professional degree.

Institutional Distribution

Academic institutions differ in their resources and thus in the
dua]ity of the education they offer. Consequently, "a minority studénf's
future may depend as much on the gigg of instituéion attended és on
attendance itself" (Astin, 1982, pp.” 129-30). If the phrase "equality of
opportunity” is to have any meaning beyond simple accesé to d pbstsecon-

dary institution of some kind, then the distributions of minority students--

Mincluding Blacks--among higher education institutions should be roughly
. v ;
© the same as that of 'thites. This section examines the enrollment pattérns

of Blacks and considers the implications of these patternslinSOfar as ¢

8§

~
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‘educational attainment is concerned. . “

In 1978, Blacks constituted 9.4 percen} of all higher edueafion
enrollments. Of these more-than-one-millidn black students, 52 percent
(cempared with 59 percent of white students and 53 percent of Hispanic
students) were enrolled on a full-time basis, and 57 percent (compared with
50 percent of white students and 49 percent of Hfspanie students) were
women (Dearman.and Plisko, 1980, p. 112). |

Table 15 shows the institutional distribution, by level and control,
of black students, comparing it with that of Whites and of all students
(including nonresidentja11ens). Tﬁe proportion of Blacks attendiné pubTlic
1nst1tutiens (79.6 percent) was about the same as that of Whites (77.7 |
percent but was lower than that of Hispanics (86.9 pereent) and American
Indians (87.9 percent). |

Given this heavy cohcehtration in the public sector, it is useful to
examine the representation of Blacks in "flagship" universities, defined
as "the most prestigious and influential public 1nst1tutiens” within a
state. Astin (1982) remarks: "Access to such public institutions is of
considerable significance to disadvantageq minorities, since these insti-
tutions frequently serve as conduits to positions of power and influence
within state government and private 1hdJstry within the state" (p. 132).
Accordingly, in a special analysis undertaken for this project, 65 flag-
ship universities were identified, and black representation in each was
ascertained by comparing the proportion of hlack students in its total
undergraduate population with the proportion of black students among total
higher educat1on enro]]ments in the state (For a fuller discussion of
the methodo]ogy, see Ast1n,*1982 pp 132- 34y

The resu]ts of this analysis shewed that.Blacks were underrepresented
1n_5640f these 65 f]agsh%p universities. The greafest abso]ute‘discrepancies

between actual enrollments and. expected enrollments (i.e., the proportion

. -89
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Table 15

Institutional Distribution of Blacks and Whites, Fall 1978

(percentages)
: ' Blacks Whites Total?

Type of Institution _ (N=1,054,371) (N=9,194,031)  (N=11.231.172)
Universities: )

Public 9.7 19.7° 18.4

Private 4.3 . 6.5 6.4
Four-year colleges: '

Public 30.6 24.8 25.2

Private 13.5 | " 14.6 14.1
TWo—year colleges:

Public. 39.3 33.2 34.5

Frivate , 2.7 1.3 1.4

Source: MNancy B. Dearman and Valera W. Plisko, The Condition of Education,
1980 Edition (Washington: National Center for Education Statistics, 1980).

aRepresents the total headcount for all races of students in the 50 states
and the District of Columbia; includes nonresident aliens.
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of B1acks.among all higher education gtudents in the state) occurred at
Mississippi State University (7.6 percéﬁt actual enrollment, versus 29.6
percent expécted enrollment), C1emson‘University in South Carolina (1.7
percent versus 22.2 percent), Auburn University in Alabama (1.9 percent
versus 22.3 percent), and Louisiana State University (4.7 percent versﬁs
23.3 percent), all in the Deep South. These institutions would have to
increase their enrollments of Blacks anywhere from fourfold to tenfold
to achieve proportional representation of Blacks. Thus, even with the
desegregation of public colleges in the South, B]agks have still not
achieved equal aécess. | -

In the Midwest and Northeast, the flagship universities where Blacks
were most severely underrepresented included the University of I1linois
(Urbana), the University of Delaware, the State University df New York at

Stoﬁy Brook, Michigan State University, and Pennsylvania State University.

In the West, they were most severely underrepresented at two University

‘of California camgusés: Berkeley and Davis.

At three of the 65 flagship institutions (the University of Massachusetts,
Amherst camhus; the University of Montantz; and the University of North Dakota),
the proportion of B1acys in the undergraduate student body was equal to the
proportion of Blacks among all higher educatiohlenro11ments in the state.

The greatest ovérrepresentation of Blacks occured at the main cahpus of

the University of Pittsburgh, where they accounted for 10.3 percent of
gndergraduates;'their expected proportion (based on their share to total
Pennsylvania enroliments) was 7.4 percent. The other five flagship uni-
Vgrsities at which Blacks were overrepresented (though‘usually by no more

than a few tenths of a percent)'were the Unjversity of Idaho, the Univeristy
of Iowa, the University of Minnesota (Minneapolis-St. Paul campus), the ,
University of/Washington, and the University of Nyom}ﬁg. It should be

noted that all these institutions are Tocated outside the South, most

9 .
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of them in states with relatively small black populations. The three with
the greatest overrepresentation of Blacks (University of Pittsburgh,
University of Washington, and University of Minnesota) are located in urban
centers. 1t should also be noted that "the median (absolute) degree of
underrepresentation of Blacks at fifty-six institutions (4.0 percent) is
about Iorty times greater than the median overrepresentation of Blacks
at six institutions (0.1 percent)" (Astin, 1982, p. 134). By this mgasure,
then, we may conclude that é]acks have come nowhere close tb achieving
adequate representation in the nation's most prestigious pub11c institutions.
Returning to Table 15, we find that Blacks were more likely than
average to be enrolled in public and private two-year colleges and in public

four-year colleges and less likely than average to be enrolled in public

and private universities. The proportion attending private four-year

co]ieges was only slightly smaller than ‘the proportion of Whites énro]]ed
in such institutions.

The importance of the community colleges in providing access to
higher education is demonstrated by the fact that these institutions
enroll the largest share of the total student population (34.5 percent)
as well as pf each of the various groups (with the exception of nonresident
aliens) for which the National Center for Educaticn Statistics reﬁorts
data. Unfortunately, community colleges rank at the.bottom of the insti-
tutional status hierarchy in the United States. They generally haVe fewer
resources (as measuredi'for instance, by per-student expendf%ures for
educationa] and general purposes, for instruction, and for libraries)

than do other institutional types, and they do not offer their students

the advantages of Tiving on éampus. As the results of the Tongitudinal

analyses reported in the next chapter show, "a student's chances of com-

pleting a bgcca1aureate nrogram are substanf1a11y reci<2d if he or she

initially enrolls at a community college rather than a four-year insti-

=92




-84-

tution" (Astin, 1982, pp. 145-46). Thus, the heavy enroTlment of minority
students in community co]1eges constitutes a major obstacle to their : )
educational éttainment.

|

It should be noted, however, that Blacks are somewhat less Tikely to

suffer the disadvantage of attending a community college than are other

minorities: Only about two in five Blacks (39.3 percent), compared with
over half (53 percent) of Hispanics‘and Amer%can Indians, were enro11ed

in public two-year colleges in the fall of 1978. This difference is in
part attributable to the concentration of H1span1cs and Ind1ans in states
with well-developed status hierarchies in public h1gher educat1on and thus
w1thvstrong community colleges systems. An equally 1mportant factor 1is
the existence of the historically b]agk colleges (H@Cs), whi;h in the past
were instrumental in providing Blacks with access to hﬁgher education. '

As was pointed'out‘in Chapter 2 (seefTabJe 1), of the 100 HBCs indenti-

fied as still predominantly black in the fall of 1978 (National Advisory
Committée, 1980), only two were universities, and sixteen were two-year

co11eges; " The remainder were four-year éo?1eges, the majority of them

~ private institutions. Thus, close to half of the HBCs were private four-

year colieges, and in 1978, they enro11éd one-third of the Blacks attending
private four-year colleces and 28 perce%t of the Blacks attending HBCs
(see Table 16). ) : f

Table 16 shows the institutional Jistribution of Blacks, by race
of institution (historica11y black colleges, nevaredominant1y black
colleges, and other institutions)z in the fall of 1978. Clearly, the
HBCs no Tonger enroll the majority of black coi1ege students; in 1978,
théy gccounted.for”16.5 percent of total p]éck enrollments. The new
predominant1§~b1ack colleges (most of which are pubTﬁc two-year colleges)

accounted For 12.9 percent of total black enrollments. Generally,

the 1970s sgw a proportionate decrease in black enrollment in HBCs, and a

33




Table 16

Institutional Distribution of Blacks, by Race of Institution, Fall 1978

Source: Adapted from National Advisory Committee on Black Higher Education and Black Co'leges and

Universities, Still a Lifeline: The Status of Historically Black Col1@ges and Universities (Washington:
Degartment .0f Health, Education and Welfare, 1980), Table 4.

Historically New :
Black - Predominantly Other Tian
Total Colleges Black Colleges HBCs/NPBCs
N Enrollment N % N % N % v
A1l institutions: - 1,055,964 ' 173,821 100.0 135,855 100.0 746, 288; 100.0
Public 841,113 115,057 66.2 121,249 - 89.2 604,807 81.0
Private 214,851 . 58,764 33.8 14,606 10.8 141,481 19.0
Universities: 146,360 ' 13,243 . 7.6 -- - 133,744 17.9
Public 102,162 5,085 2.9 - -- 97,077 13.0
Private 44,825 8,158 4.7 -- - %6,667 4.9 ég
. t
| ; . |
Four-year colleges: 466,360 152,895 88.0 26,800 19.7 286,665 38.4
Public 324,310 104,582 . 60.2 23,880 17.6 195,848 26.2
Private 142,050 48,313 27.8 2,920 - 2.1 - 90,817 12.2
: U |
. s . M \
. Two-year colleges: 442,617 7,685 4.4 109,055 80.3 5,877 43.7 - ‘
Public 414,641 . 5,390 3.1 97,369 71.7 311,882 41.8
Private : L 27,976 2,295 1.3 - 11,686 41.8 13,995 1.9

(¢=
(9] |
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concomitant increase in black enrollments in NPBCs. Thus, the HBCs are
1w -

threatened with enrollment drops and, faced with severe fiﬁancid] problems,

may be struggling for their very'existence.

In_responée to an inquiry from Secretary of Education Bell,

~

the Fationa] Advisory Committee (1981) recently drew up @ list of "illustrative -

examp]es of The ua\que services rendered by the h1stor1ca11y b]ack co]]eges

By no means exhaust1ve, the Tist 1nc1uded the fo110w1ng 1tems

 --Tuskegee Institute graduated 85 percent of ﬁhe B]ack

P

veterinarians in 1976 and 1977 ' _ .A“;
--Atlanta University gradLated 92 percent of Black master's .-
recipients and 18 percent of all master‘s;rec1p1ent5‘nn

biological sciences 1n Georg1a in 1979. g

" --Howard Un1vers1ty graduated a]most a quarter of a11 B]ack

physical sciendes doctorates who earned degrees in 1979. *
--Texas Southern Univeréity gradudteditwo-th%rds of the
Black 1awyers in Texas in 1977. . : A —. y
--Alabama A & M University and Tuskegee Inst1tute produced
SER ~La1]mqf\Fhe master's degrees in archjtecture/env}ronmenta1 .
design awerded,in Alabama in 1¢75.

--Sodthern University, Baton Rouge, graduated 5 percent of the.
Black engineerﬁng bacca]aureates awarded nationwideuin 1979.' !
--Four B]dck institutions, Howard and F%ek Universities, More-‘

house and Oakwood Colleges, produced 259, or 10 percent, of . »
the total number of Black app]%cantS'to medical school in 1979 ’
' and each supplied more than‘the 32 whicd came from the largest - \
predominant1y white institution. | -
--Meharry Meddca1.C011ege and Howard Universig9'together'

produced %2 percent of all Black doctors and 40 percent of

all Black dentists in 1977. (th1ona1 Advisory Comm1ttee, 1981)

96 |
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‘ Reoresentation By Field I
Blacks (and other minorities) continue to be underrepresented'in mzjor

fieids associated w1th high status occupations, espec1a1iy in the‘natural

sciences and engineering. Table 17 shows the proportion of Blacks- among all

students in each of eight major field categories (aiiied heaith, arts and

‘humanities; biological science, business, education, engineering, physical

. science and mathematics; and social science) at four levels of the higher

eduoation pipeline (freshman‘ciass,‘baccaiaureate attainment, master's degﬁee
attainment, and doctorate attainment). (For a detailed description of the
major field categories and tne data_ soutces, see Astin,'1§é2, pp. 52-57).
Generally speaking--and consistent With the increasing underrepre-
sentation of Biacks‘at each higher degree level--the proportion of Blacks e

declines steadily from cojiege entry to doctotate attainment within a giVen

major field of category. For exampie, Blacks constituted about 7 percent

C:of all 1971 freshmen,naming one of the biological sciences as: their intended

major fieid, apporximately 4'pePcent of the 1975-76 baccalaureate-recipiens
in biological science, approximate]y’B percent of the 1978-79 fiaster's degree
recipients, and only 1.5 percent of those receiving doctoratesgin bioiogicei
science in 1978-79. This patterd of -steady deciihe is repeated in the

fields of business, engineering, and the physica1sscienoes/mathematits.

" At the freshman level, Blacks were,best represented in social science
(where they constituted 13.9 percent of those 1971 entering students who
named one of the social scientes as their probable major), business (12.9
percent), allied health (10.8 percent), and education (10.5 percent).

Four" ‘vears later, in 1875-76, Blacks constituted 6.7 percent of all
baccalaureate-recipients in the eight major field categories covered
in this analysis but only 5 percent or fewer of those receiving a bachelor's

degree,in engineering, physical science/mathenfatics, biological science,

arts and humanities; and allied headth. The proportion of Blacks among

. | *'9.7
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1 L ‘ Table 17 | R
Represen&atién of Blacks in Eight Major Fié]ds afJDifferéqt,Leve1s

_Physical science,

(percentages)
. Bacca- - \Master's
Entering - laureate Degree Doctorate
’ . ] Freshmen - Recipients Recipients Recipients

Major Field: ~_Fall 1971,'. 1975-76 1978-79 . 1978-79
Allied health w008 L 5.1 53 3.1
Arts and humanities 7.8 . 4.6 3.6 3.5
Biological science . 6.9 4.3 3.4 1.5
Business | . 12.9 oo 6.7 ‘ 4.7 2.6

Educatfon 10.5 T 9 " 9.9 8.6

Engineering ) 6.0 . ' 3.2 2.2 1.5

‘

. P _ :
mathematics 6.1 4.0 2.2 . 1.9

Social science - 13.9 8.4 8.4 4.7

AN

e

1,
v

-

a . :. -
‘Source: Cooperative Institutional Research Program data tapes for  *
1971 freshmen; U.S. Department of Health, Education and Welfare, Racial,

. Ethnic and Sex Enrollment Data from Institutions -of Higher Education, Fall

1976 (quhipgton: Oﬁfice for Civil Rights, 1978); U.S. Department .of Health,’

Educatidn ahd Welfare; Data on Earned Degrees Conferred from Institutions’
of Higher Education by Race, Ethnicity, and Sex, Academic Year 1975-76

(Washington: Office for Civil Rights, 1978).
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- fields as their probable major dropped out of\COiiege; many of them simply
* . . .

@

baccalaureate-recipients in business was the same as their proportion

among‘gli baccaiaureate-recipients in the eight fields, and’tney viere
overredresentedamong those earning baccalaureates in education and social

science. The proportionate loss during the undergraduatg years was -

greatest.in allied health (where Blacks constituted 11 percent of freshmen

J s
naming this choice but only 5 percent of baccaiaureate recipients) bUSinessy~

(from 13 percent to 7 percent), and engineering (from 6 percent to 3 percent)

[~

0f, course, this lToss does not mean that close to half the Blacks naming these

*

-

"defected" from their initial major field choice to'some other field.

v
>

The overaii‘representation of Blacks at thé master's-degree Tevel was

siightiy higher (7.2 percent) than at the bacca1aureate.1eve1 (6.7 percent). ..

In other words, Blacks were somewhat more 11ke1y than average to enr011 in

graduate schooi~and.t9 earn the master's degree. Thus, it is not surprising

that in two fields--allied heaith and education--the proportion of Biacks among

master's degree-recipients was siightiy higher than the proportion among

baccalaureate-recipients. The’ sharpest-oeciines ‘occurred in engineerinq and

.

‘in physical science/mathematics.

. i
Blacks constituted 4.6 percent of all" 1978-79 ddetorate-recipients in
the eight major field categories covered. They were best represented among
those earning doctorates in education (8.6 percent) and social science (4.7

percent). However, they accounted for less than 3 percent of doctorate- _ =

recipients in biological scjence, business’, engineering, and physical science/
mathematics. .

Over the span covered--from ireshman preference to doctorate attainment--
the proportionate Toss of Blacks was greatest in the .major field categories

of business, biological science, engineering; allied health, and physical
)‘1 X . -

science/mathematics It was least severe in education w?ére Blacks accounted

for 10.1 percent of alT the freshmen naming this chOice, 9.1 percent of those

v
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-among the eight fields. , ) oo .o

o 90- -

-~

actually earning'a'bacca1aureate in education, 9.9 percent of the master's
degrees awarded, and 8:6 percent‘of the doctorates awarded).. . .
Tap]e‘18 Tooks &t thesé data from a different-ano1e, showing the dis«

tribution of Btacks among the eight major field categories at each level

N 4
and comparing it,wﬁtp,the distribution of Whites.” Among Blacks who entered

college in 1971, the meost popular choices were social science (named as a "

probable major by about one in five black freshmen), business (named by

15 6 peréent),.and arts and.humanities (named by 11.5 perceﬁt) Interest1ng1y, -

white freshmen a1so preferred these three fields, though the order was

%

slightly dlfferent arts and human1t1es was their top ranked cho1ce fo11OWed

by soc1a1 sc1ence and bus1ness Least popular were b1o1og1ca1'sc1ence

(named as a prqbab1e maJor by only 2.6 pércent of black freshmen and 3. 5

percent of whﬁte freshmen) and phys1ca1 sc1ence/mathemat1cs (3.3 percent of

b1ack freshmen, 5. 1 percent of wh1te freshmen)

]

At the pacca1aureate Tevel, the soc1a1 sc1ences dominated (accounting
h ’ - : . . \
for 29.6 percent of the degrees awarded to B1acks andA22.2 percent of those

awarded to Whifes in 1975-76), followed by education and business.: Again,d
. @ \ L . . . . B
the rank-ordering of the'eight fields (that is,” their relative popularity)

was thelsame'for both races, and'it remains roughly the same at the master‘s
degree and- doctorate Tevels, although the ‘proportions of Blacks and Wh1tes
1nlaf5?ven‘major f1e1d d1ffer, often drastically. B]acks become more heav11y

concentrated in certain f1e1ds, whereas Whites are more evenly distributed

Thus, though only about one in ten black (and white) freshmen said
they planned tO'major tn education, approximately one-tn four Blacks (but

only 16.7 percent of the Whites) actually-got a bacca]aureate in education; -

over half (55 8- percent) of the b1ack master's- degree rec1p1ents, and'

*half of the black doctorate rec1p1ents (but on1y 37. 7 percent of the Whites

earning masterfs'dégrees and only 24.2xpercentdof those~earn1ng doctorates)

&
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Tab]e 18 .

- ’ Distribution of Blacks and Whites Among Eight Major Fields at Different Levels

. (percentages)
‘ . . Master's -
’ , ! ‘Baccalayreate Degree . Doctorate
" Recipients Recipients Recipients
- . . Fall 1971 1978-79 ) :
Major Field .. '. . Blacks, Blacks Whites - Blacks: Whites -Blacks, WQites
Allied health » 11.2 4.1
Arts and humanities 11. 4.1
) Biological science N 2. 1.1
Business ) 15. 11.1
. Education: 11. 55.8
Engineering+ | 4. 1.3
Physicaj.science,'mathematips 3. 0.8
Social science | "19. 16.8
A [
; : ‘ .
Sources: Same as Table 17.
4y
' )
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, groups under cons1derat1on in this study to get advanced degrees in sc1ence

. . . o0

-

A‘took the degree in education. " Blacks were somewhat more 1ikely than Whites

to earn their .bachelor's and their master S degree in soc1a1 sc1ence, -

\
1
'about one-fifth of both races rece1ved the1r doctorate in soc1a1 sc1ence > ‘ w

L

Blacks and whites are about equa11y 1#kely to rece1ve a bacca]aureate

in business; but 16.7 percent of white master s- degree rec1p1ents, compared

»

with 11 1 percent of black master s-degree- rec1p1ents, had maJored in
business. (The proport1ons receiving doctorates in business were small,
since a doctoral degree is not essential to a career in business; the

same is true for allied health, a .Field in whichfreiat1Ve1y feW'doctorates

1

are awarded.) Whites were about twice as. Tikely as B1acks to earn their

B

master's degree in arts and human1t1es (8’2 percent versus 4. 1 percent)
but the gap had closed slightly at'the doctoral ‘Tevel (9.1 percent of

the Blacks and 11.8 percent of the Whites received their doctorate in
t

arts and humanities). ; ;
\

Sy

Besites the heav1er concentrat1on of Blacks in educat1on, as a1ready

noted, the greatest d1screpanc1es between B1acks and Wh1tes occur in the
IS ‘ . o . . A} <

natural sciences and engineering. These discrepancies, already evident ST

. at the freshman level, pecome greatgr at each higher‘degree 1eye1. Among

: % , .
master's-degree- and doctoral-recipients, the proportions of Whites in
these fields are from two to three times greater than the proportions of

. 4 A - - .’ .
Blacks. Moreover, Blacks were less likely than were the other m1nor1ty

and eng1neer1ng (see Ast1n, 1982, pp. 64-65). For 1nstance, in 1978-79,
approx1mate1y 8 percent of American Ind1ans and 7. percent of H1span1cs,
but only 5 percent of B]acks; who attained the doctorate got their degree

in physical sc1ence/mathemat1cs As freshmen, however, Blacks were more,

.'11ke1y than were Ch1canos, Puerto R1cans, or Amer1can Ind1ans to plan on > | o

.

Majers in allied health, physical science/mathematics, and,business. Their = .

greater tendency to major in e ucatidn;appears at the baccalaureate level

.

o

NS S S



and persists through the graduate degrees.

> Several factors may'be citeo to account for the marked preference onf‘
Blacks for the field of educat1on and their apparent aversion to the
hatura] sc1ences and eng1neer1ng The f1rst is the relatively large .pro-

. ‘portion of women among b]ack degree- rec1p1ents Thus in 1975-76, women
accounted for- 57 percent of a11 the baccalaureates, 62 percent'of a11 the

14 . i

master»s degrees, and 36 percent of all the ooctoratos awarded to B]acks
(U S. Department of Health, Educat10n and Welfare, 1978a). Educdtion has
traditionally been rdgarded as a "female" field, whereas the sciences and
engineering are-male-typed choices Seco‘ , the existence of the black
co11eges may p1ay a role in these preferences That 1s, most students
(including B]acks) are aware of the current shortage of teach1ng jobs .
both in h1gher educat1on and in the 1ower schools; but Blacks may-

assume that teach1ng jobs will be available to them at the bTaPk co]]eges

"and thus may be 1ess hesitant about getting a degree in e@ucat1on than

S

are those from other rac1a17ethn1c backgrounds, who seek degrees in fields

™

that will offer them more job op&ions. Final]y, the relative difficulty

of various. major fields may be a factor. Using data on the college admission

Y test scores and intended major fie]ds of a national sample-of high school
'seniors in 1974 75, Astin (1982) found that, for all rec1a1/ethn1c groups,
‘the seniors p1ann1ng to major in phys1ca1 science/mathematics, engineering,
.or biological science tended to make much higher scores ‘than those planning
otheré%ajors: "Students with the 1owest.test scores. . . .are strongly® -«
oriented toward edpcat%onﬁand, to a lesser extent, business’and the arts
and.humanities“ (Astin, 1982, p. 73). Thus, the poor educat1ona1 prepara—

* tion that many Blacks (and other"mino(1t1es) receive in elementary and

hjgh school may limit their choice of a méjor (and, ultimately, of a career)

"by'1ead1ng them to prefer relatively undemanding disciplines.

]

. - . 1ug

t

-
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T ' Summary

During the 1970s, as, the national etonomy took a downward turn, there

-

-

developed a marked hostility toward minority efforts to achieve-equaiity

in education and employment. This hostiiity was eVident not only among
working-class Whites, fearful of competition for jobs and other resources,

o

but also among many affluent and\qeii-educateq Whites, reacting against

" the 1ibera1ism of the 1960s. The new conservatism emphasized genetic

[}

treories of inteiiigence betief in ”pseudomeritocratic“ ideas, and the
apparent failure of government interventions to solve social problems.
The Eagge_case—-which involved a charge of "reverse discrimipation”
directéd against the University of California, Davis, medical schooil because
of its special minority admission program-- was a manifestation of this
hostility. i

f‘Despite the changing mood of the country, Blacks continued tp hake

some progress with respect to educational attainment, at leait until the

later years of the decade. Their high school attrition rates dropped,

-

and, their college entry and completion rates increased, as did the pro-
portionsreontinuing on to graduate and professional school andlreceiving
advanced degrees. Nonetheless, Biacks“continue to be'underrepresented at ﬁ..
each higher Tevel of the educational pipeline. In particular, they are

much more 1ike1y than Whites to drop out of high school and coiiege ¢
Their underrepresentatﬁon is not as severe, however, as that of other .
disadvantaged minorities (Chicanos, Puerto Ricans, and American Indians)

Differences in the educational.attainment of the different raCiai/

ethnic groups is both reflected in and explained By\differenCes in their s

N : \ e
enrollment patterns. Thus, BLacks are much less 1ike1y than are Whites® *
to attend the "flagship" institutions of state pub]ic'education\systems .
and private universities " On the other hand, they are 1ess 1ikely than

are Hispanics and American Indians to be enroi]ed in community co]]eges

R U
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(which genera1]& have negatiQe effects on persisteqce)-and_more Tikely io
be enr§11éd in private foﬁn-yan college, mahx of thpm historiéa]1y
‘black in¥titutions. Thoﬁgh-the total share of black students,enroiTpd o
in the historica]]y black col1eges had dropped to 17, percent in.1978;
thése inSt{tutions codtinue to play a v%fa1 role in thé Higher education

of Blacks. The Adams'1itigation--ini£iated by thewLega1 Defense Fund of

the NAACP to speed up désegrggagjon?in public education” and oppogéd by .
. ofher black organizat%ons--may ultimately threaten the survivai of the
historically black colleges. ‘ .- |
. In addition to'béing undeﬁreprésented; relative thwhiﬁgg, at the
Higher 1ege1s of the_educationaT pipeline and in the more p}estiéious
public and private insti%utionﬁ--B]acks are underrepresented.inf;he natUﬁaT ‘{
sciences and engineering and overfepresen?ed in the field of education

and, to a lesser extent, in the social sciences.
~
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‘ CHAPTER 5 .

‘s

FACTORS INFLUENCING THE EDUCATIONAL DEVELOPMENT OF BLACKS =

% o . .
A major focus of this project on the status of minorities in higher
. i )
a educat1on was an anulys1s of the factors that influence educational attain-

ment and development. .An understand1ng of the persona1 and env1ronmenta1

characteristics related to ach1evement 1n higher .education is essent1a1‘
. 12 . ’

in formulating recommendations that will promote minority progress in

academe and facilitate access to’a wiae variety of social benefits. It

) .

Vs particularly important to.identify the collegiate settings and experi-.
Ed t “‘ ! " ’ . .

ences assgciated with desirable educationa1 outcomes; since such ipforma-

tion cah be used by m1n,r1ty students and the1r parents, teachérs, ahd

A » .- counselors in choos1n, a co11ege and by po11cymakers and educators in
N R

- changing the institutional environment and 1n1t1at1ng poiicies and prac-

tices des1gned ‘to optimize  student ach1evement. p

For’the.pdrpose of'identifying.the re1evant#f$ctors, a series of
regression analyses was‘UnderfEken, based on,two longitudinal data files.

-

) . _ c : 4
The firstﬂ of 1975 freshmen followed up in 1977, had been created for an

. earlier HERI stud of the 1mpact of f1nanc1a1 aid on pers1stence over
the f1rst two yeéie'of co]]ege (Astin, Cross, and Porter, 1979) The
'second f11e, created specifically for th1s project on minorities in highér.
education, involved a national samp1e entering college as freshmen in the
fall of 4571 and fo11oWed up nine years 1atér,-im 1980. Only those who
had initia]1y‘§spired to at 1eastﬂé baccalaureate were included in‘the ‘ e
sample for theseﬂana]yses, ‘ ' S

- The samb]e Sf 1971'§reshmen originally se]gcted'foF the;1980~f0110W?'

"up included all Amerigan Indian§, Cﬁicanos,nand Puerto.Ricahs; approximately
ha]f‘of the B1acks,'and approximately 10 percent of thé thtes who had

X participateé»ih £hé 1971 freghmanisurvéy of the Cooperafive'Institutional
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Research Program (CIRP).ﬂ‘Memberé df this~fo11bw-up'§amp1é were maifed a

four-page questionnaire which contained items on their educational and

' occdpationa]iexperiences and éufrent status.. Because the rate of.resbonse
to" this mailed qaestioﬁnaire wag Tow (about‘ZQ percent'of Ihg total
fo]]ow;up sample and ébout 12 perceht of the‘B1acks), two additional
procedures were emp]oyed. FirsF, the names of ndnrespondents Were given.
to a commercia]\sﬂrvey research firm (Chiltan Research Sert¥ices, basedﬂin"
Chicaga), with a request thatyit contact them by fe]ephone and conduct‘
brief interviews which.incldded critical qUé;ﬁions a;out educationai
progress. Secgnd? rosters of names of nonrespondents. to the qqestionnaire
were‘sent out to the instiputions which thg squects had entered”in 1971.

"Each institution was asked,tg—BroVide‘the.fo]?owing information about each'

\ 4

person listed on the roster: highest degreé earned, number of years enrolled,
2 " .

‘ . Lo 5 ¥ Yoo Y
and whether or not a transcript had ever been forwarded to one or moré\;J
. . © >

~other institutions. @ . : | ’
Aﬁproxima%%]y 1,300,Bypcks returped follow-up questionnaire forms
that could be used in the analyses; this group is térmed the "Timited
sample.” An additfdna1 795 Blacks were conta@téd by §e1ephong, and~b5;ic
"data on 86 more were cq]]ectéd through tﬁé insf%fu@iohaL rosters. The
. “extended sample" was d%vidéé’ipto three stbgroups fér purpo§e%>df“
analysis: (1) all enéranté'(@hich i%c]udes the 1jmfted gamp1e,fb1us all
those Blacks contacted in the.te]ephéne fg}]ow-qp); (2).t;o-yéar-go1jege
entrants (wh:gh:inc1ydgs only those whé en;ered twb:yéar'co13e§es in 1971
from tgfiﬁimited'saﬁp1e, from those contacted in the telephone foiTow—up,_

and frem those for whom. the freshman institutions provided infarmation); and

(5) four-year-college entrants (which includes only those who entered four-" '

year colleges and universities in 1971 from the limited sample,’from those
contacted in the telephone follow-up, and from thosSe for whom fhe‘fre;hman
iﬁstitutionshprovided data). The numbers invo1yed in each of these sub-

108
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samples of Blacks were as follows:

1975-77 : 2, 779

197189 imitec . 1,287 :
1971-80 extended.

A1l entrants - T 2,082
2-year-college entrants: - 513

4-year-college entrants:' 2,436
The wethod of analysis was a two-step muitiple regression. For each

outcome investigated, students' input characteristics were controlled

before any attempt was made to'access the effects of, envjronmental variables.

These in1t1a1 controls are necessary because students entering different
institutions‘may not be comparable; that is,'different types of co11eges
enroll different types of students. In‘effect contro111ng for Student
input. character1st1cs stat1st1ca11y 'matches"” students‘entering different
tyoes of institutions and thus permits a clearer- assessment of how different.
college character1st1cs and exper1ences affect students.

; A variey of outcomes were exam1ned in these 1ong1tud:na1 ana]yses
For the 1975-77 sample, the three outcomes of 1nterest were persistence,
cumu1at1ve grade average, and satisfaction over the f1rst two years of
college. For the 1971-80 11m1ted samp1e, the outcomes 1nc1uded pers1stence
(bacca1aureatefcomp]et1on), undergraduate grade average, sat1sfact1on with
the-undergraduate co!]ege, graduate attainment, and final career cho1oe.
Qutcome - measures for the 197liBQ extended sample were persistence among

two-year-college entrants, persistence among entrants to four-year colleges

and universities, and general persistence'(a11-entrants). (For a fuller

* description of the outcome measures, see Astin, 1982, Appendix B.)

In the remaﬁnger of this chapter, findings are presented first for
. T DT i .

the&student input variables, then for the environmental variables.. The

final section summarizes the results for the three most important dependent

’ 109
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(outcome) varidb1e.1-- B
RN . ) ]

Student Input Factors

The student input variables used in the langitudinal analyses can
- 1 o ..
be grouped” into four categories: academic preparation; demggraphic

s

characteristics and family background; plans and expectations; and ofher

student characteristics.

Academic Preparation

Perfg?mance in high school was consistenly and strongly “related.to

performance in Eo11ege among Blacks. Thus, high school grade average was
| o
by far the most important predictor of college grade average for both

the 1975-77 sample and the 1971-80 l1imited sample and of persistence

over the'fifst tWo years pf college for the 1975-77 sample. High scheol

-

. grades and rank in graduating class also predicted persistence for the

other samples of Blacks. Other indicators of ou@sthding performance

in high school as well were pSsitiver related to some of-thﬁ outéomgs:
For instance, Blacks who had been members of a scholastic honor society
1p high'schoo1 tended to'make good grades and to be satisfied with college,
anq"those who had won recognition in the National Merit Scholarship contest
wef; 11ke1y\%o persist and to pursue careers as'1awyers. .

€ ¢

Academic aptitude, as measured by scores on standard admissions tests
e >

,(Scho1asticlAptitude Test, American College Test), was a significant pre-

dictor of persistence and of c%i]gge grades for }he 1975-77 sample only;
and the re]atfonship was weak compared with relationship for high |
schogl grades.

Black students who felt that their’ high schoo]g.had prepared theft well

in foreign languages and in mathematics were inclined to feel satisfied

of Education, 405 Hilgard Ave., UCLA,

1The detailed results of %he_regressfon.ana1yses can be obtained

at cost by writing to the Higher EdugationABe%%%EGhCLnsB%B%Be,rGraduate School
os Ang s .
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with their éo]]egeé at the éhd qf their second undergraduate year. Those

who had a relatively strong background in science (as{measured by the

number of years of science in high school) tended to make good grades in
co]ﬁege. On the other hand, those who ehteréd college feeling that they
would probably -need tuto;ing or remedial work in mathematics were
Eomeﬁhat.1ike1y to drop outiﬁefbre baccalaureate comﬁ1éti0nn- .

Good study habits have some bearingvon\co11eg§ performance. For instance,
Blacks who indicated that they had frequeﬁt]y studied in the ]ibrarychhi1e
in high sghook_tendéd to persist, whereas thogz who said tha£ they o
nad,,frequently féi]ed ﬁo comp1eﬁe a homework.assignment on time tended to
rdrop out.‘;For the 1975-77 sample, feeling wg]] prepared in stﬁdy skills
was associated with,satisfacfion; while feeling a need for. remediation
iq s%udy skills was negatively re]ated to grades.

Finally, B]acks who attended high schools with a high proportion of
mino}ity students did less Qe11 jn co]]egé than those from high schools where
- . the percentage of minority students wa§ 9e1ative1y‘1ow: The propqrtion of

minority students in the hfgh échbo1 was negativé]y related to bersistence,
gredes, andgsatisfaction for the 1971-80 limited sample. Thus, in addition
£o any disadvantagement they suffer because of their re]atiVé]y lTow socio-

"economic status, many black undergraduates may face special difficulties

in college beéause they come from segregatéﬂ Tower schools.

Demga;;;;;:‘Characteristics and Family Background

A body of previdus research indicates a'consistent relationship between

gender and college performance, with women tending to maké better grades than
©  men, and.this sex differenée'he1d true for:the preSenE sanple. In 3ddition,

black wbmeﬁ were more Tikely to pexsist and to feel satisfiedﬁwith the co]Tege

experience than vere their male counterparts. , - '

; Age was negatively related to persisteﬁée, with older black students being
Q ] . . K} v
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o,
more. likely to drob.ouf prior to chca]auréate'comp]etion. This tendency -
may be related yb delayed education rates; that is, students. who have fallen

behind their modal grade in high ééhoo] and who are thus older than average
at co11e§e éntry may be more'}ike1y to get Bored or discouraged with their
undergraduafe;studies; Qn the other hand, beipg married at the time of .
college entry positively predicted bath grades and satisfact%oh for the
1971-<80 1imitedvsamp1e. 2, . ’

The hiéher'the parénta1 income, tHe more likely ;he b1é§k student
was to persist in co11ége; parentq1 income was a1so postive1y associated ‘
with satisfaction for .the 1975-77 éamb1e. Since Blacks (and other minorities)
often come. from 10w-jncome£packgrodnds, this .relationship underscores thg
difficulties that many minority studdnts face in college, a difficulty that

e

has apparently not been ;o1ved by the financial aid and other spéciaT
program%vdesigned to compensate for the disadvantages associatéd‘wjth Tow
socioeconomic Status. . |

Similarly, the better educatea the Rarents, the more 1ikely the black

student was to persist in college, a1thougH the mother's educational level

was neQapive]y associated with satisfaction for the 1975-77 sample. Péreqté1-
‘occupation was onTy moderately related to.most-of the outcomes studied,
however, éxcept for the final career choice of medical professional: B1ack
studenté who, at the time of the 1980 follow-up, said they were working

as medical professionals (physicians, dgntists,vveterinarians,Aoptometfists)
or that they planned such career were more 11ke?y than those with other |

-

career choices to have fathers who were medical professionals.
. S ‘ h

+

Plan and Expectations.

1

The 1971 fresﬁman questionnaire asked réspondehts tb indicate their
{
intended major field of study and their probable career. Not surprisingly,

these initial choices turned out to be the best predictors of career choice
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_ nine year; later. For 1nstance; B]acks pursu1nq careeis as eng1neers in 1980 e
were likely to have named that career choice as freshmen and those pursu1ng ' "
careers as allied health professmona]s were likely to say as freshmen that they
planned to major in an allied health field. Relationships between freshman -

plans and the other outcomes investigated are discus;ed in the section-on
evnironmental variables. )
Freshmen were also asked to estimate the Tikelihood of other occurrences

. during college, and their expectat1ons pFOVed to be related to actua11ty
Thus,\b1ack students who fe1t they had a very good Chaqfe of making at = -
least' a B ave¥age were likely to ma}e good grades io‘co]]ege, wherea§'thoSe
who expected to be satisfied with college were 1ikely to expﬁess satisfagtion
later on. 'Expecting to drop out of college teﬁporari1y or permanently was
negatively related to bersisoence. Among\%@o-year—éol1ege entrants in the
extended sample, expecting to transfer to another institution prior to
.graduatdon was related to.bacca1aureate completion. For toe 1975—77'samp1e,'

“expecting to need counseling for personal problems was positively related

to persisterice but negatively related to satisfaction.

Other Student Characteristics

A number of independent variables 1nvo1v1ng self-goncept, attitudes,
goa1s, and behavior were found to be re1ated to the outcomes. For 1nstance,
B1acks who rated themseTves h1gh on academic ab11qty and on pub11c speak1ng

ability were 11ke1y to make good grades in college. It is 1mportant to note

a

that ‘these relationships were significant even after oontro1 for other

var1ab1es indicative of academ1c ab111ty (e.g., high schoo1 grades, apt1tude

test scores). Thus, the student's percept1on of be1ng academ1ca11y ab1e
‘is important, independent of actual ability. Moreover,.a high self-rating
on drive to achieve was positively related -to persistence and satisfaetion,

]

a/?igh se1f—ratiog'on popu]ariiy was posit1"°1y related to satisfaction, and

-




a high self-rating on social seif-cqnfidence predicted a final career choice *
of. bUS1nessperson ' . o N

B]ackc who, as freshmen, agreed that the ch1ef benefit of a c:?}ege

¢ IS

-educat1on is to 1ncrease one's earning power were 11ke1y to drop out Bf college.
Agreement with the statement that'a11 pablic institutions .should have open-
‘admissions EB]ieies was négatiVe]y.re1ated to persistence among, two=-year-
co11ege entrants ¥n the extended‘sampﬂe and negatiyely re1aled.to satisfaction

for the 1971-80 11m1ted sample. g

Giving h#gh pr1or1ty to art1st1c goa]s (i.€., achievement in-the per-

forming arts, creative writing, or the graphﬁt arts) was negatively related
o ' L :
to pers1stence and sat1sfact1on for the 1975 77 samp]e Perhaps many artis-

A

t1ca11y inclined black’ students are initially d1saopo1nted with co]]ege because
it does{not give them scope to use the1r part1cu1ar ta1ents

F1na11y, those Blacks who as freshmen 1nd1cated that they were c1garette
smokers were Tless successfu] in co]]ege than were non- smokers, thaﬁ 1s,r
-smok1ng c1garettes was negat1ve1y re]ated to pers1stence, gvades, and sat-

]

'1sfact1on among B]acks Th1s re]at1onsh1p, though it may seem trivial and

L 4

inexplicable, -is consistent w1th a body of previous research (Ast1n, 1977”/

Dvorak, 1967; Pumroy, 1967) and thus cannot be ignored Ast1n (1982) remarks:
the reasons for the assoc1at1on are not clearly -understood.
Smoking may be a symptom of rebelliousness and nonconformity--.
traits directly associated with dropping out. Smoking may
‘directly interfere with concentration or produce physiological
.stress that interferes with the ability to study or- to conform
to the academic and social demands of college. (p. 97) '

In support of the first of these hypotheses, it should be noted that ‘three

other behavioral 1tems that suggest rebe111ousness and nonconformTty--

stay1ng up all n1ght oversleeping and m1ss1ng a class or appo1ntment

and failing to complete a homework assignment on time--were also negat1ve1y

related to.pehsistence in these analyses. - That-is, Blacks who ‘indicated

en the freshman questionnadre that they engaged in these behaviors fre-
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- quently while in high school were more likely than average to drop out

before completing the baccalaureate.

Environmenta1 Factors o

~ The enVvironmental var1ab1es used in these ana]yses can,be grouped
.into s1x categor1es 1nst1tut1ona1 type (contro1 Tevel, and race); insti-
/&tut1ona1 qualitys other 1nsb1tut1ona1 character1st1cs, field of study,

sources of finance; and Treshman res1dence

- Institutional fype

-—

¥
N

Tab]e 19 shows the bacca]aureate comp]et1on rates of B1acks enter1ng
_ d1fferent types of institutions in 1971; for purposes of comparison, f1gures
for whites are also giVen S11ght1y over half the B1acks wha, entered college
in 1971 p1ann1ng to get at least a baccalaureate had actua]]y rece1ved ‘-
”bache1or S degree by 1980; th1s f1gure is h1gher than that for any other
m1gor1ty group but s11ght1y 1ower than that for. wh1tes Clearly, thqse
'B1ack§ enro111ng as freshmen 1n four-year colleges and universities were
eubstantia11y merefiike1§ tp'cemp1ete c811ege thanfwere those Who'initia11yu
enrolied in twp-&ear colleges,iand the same difference in comp1etion rates
was obServed.among Whites (and amonb other minorities).. Moreoyer; ‘ |
close to two-tnirdstof the Blacks who entered black colleges in 1971 had o o
earned a baccalaureate by the time ot the f011ow-up. |
The resu1;§ of the regressien ana1yses.indicate thatthese differences
in bacca1dureate comp1etidn rates are in part‘attributab]e'to differential -

' institutional effects. Table  shows the partial correlations between ' T

institutional type and persistence, aﬁter'stUdent input variables have
. been controlled. Although the effects of some types of institutions are

:mﬁxed, enrolling as a_freshman in a public two-year college clearly increafeé

Q ALY
b‘.
.

the.black student's chances of dropping out. As nas pointed out in Chapter 3, . N
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Table 19 -
Baccalaureate Completion Rates of Blacks andfwhites
y at Different Types of Institutions x|
» ¢ (percentagesf= : | x
Freshman Institution Blacks Whites '
A1l institutions 50.9 . . 55.6
Universities ' 68.0 n ‘ 73.3
Four-year colleges * 66.6 72.7
Two-year colleges 24,4 - . 29.0
Black institutions 64.8 . -
)) * N, /
Note: Rates based on those who, whan they entered college
as f?eshmenﬁin 1971, said they planned to get at-least a bacca- -
laureate. . o oo ., N

W

-
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Table 20

-

o ’ Inst1tut1ona1 Type and Qua11ty Var1ab1és Affect1ng Persistence Among B1acks

_ (Part1a1 Cowre]at1ons Affer Control of Student Input Var1ab1es)

®
1971-80 EXtended‘Samp1e
, 1971-80 . 2-Year  4-Year
N 1975-77  Limited Al College College | .
* Sample Sample Entrants - Entrants Entrants.:.
Variable " (N=2,779). (N=1,287) (N=2,082) (N=513) (Nf?,43§j
Institutional type:
. Public university . 8
Private university o -.05
Public four-year college )
_ Private four-year college -.04 ;v .04 ,
Public two-year college -.06 -.11 -.06 -.14 .
Private two-year college " -.05 L, 14 :
B]aék»co11ege' ' .14
Institutional quality: .
Prestige.. .05 ) . .09
Se1ect1v1ty : p .08 .09 .09
Per-student expend1tures y
for educational and
general purposes .08
Tuition - .02 .04
-.07 -.07' 7 )

Student-faculty ratio

Note:

Only sighificant‘(p

.05) partial correlations are‘rgported.

£)
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< ' ]
the negative impact of the cormunity-college op persistence is a particular

prob1em'because of the concentration of minorities in éuch institutions.
Though not shown in the table, atfen&ing a private two-year college
was positively associated with both grades and sdtisfact%6h for the 1975-77
N . Lt

sémp]e‘ and attending 2 pubTiC‘university was negatively related to grades

‘ for the 1971-80 11m1ted samp1e Those B1ack§’who initially enro]]ed in

a

fb1ack co]]eges were 11ke1y‘to get h1gher grades than Blacks entering

predom1nunt1y white institutions but were less likely to pers1st in

<3
college and be satisfied w1th Ehe college exper1ence

- o v

The frgshman institution also had some effects on final career choice.

. Thus, attending a public four-year co]Tege was positively related ﬁo.pursuing

a career as an elementary or high school teacher but negatively.related to

[

pursu%ng a career in busines$ or nursing. Attendancefat a private university

) pfedictéd a final career choice of lawyer, and attendance at a pﬁfvate
. . LA '

four-year college predicted a final career choice of c011ege peachér.

Institutional Quality

Among the environmenta] variab]es used in thelfbngitudina1 analyses
were severa] measures traditionally assoc1a*ed with institutional qua]1t{¥
se]ect1v1ty (as measured by the average academic ab111ty of enter1qg
freshmen), prestige (an index coﬁbininb §e1ectfvity and en¥o11ment size),
pér-sthent expenditures fbr educational and general purposes, tuition,
and student-f;2u1ty ratio (which is inversely related tolqu$1ity).. As
Table 20 ihows, these éua]ity measures were cqhsistent1y related to
persistence for all entrants and for entrant§ to four-year colleges and
universif%eslin the 1971-80 extended sample. Fék'two:year-c011egé entrants,
only selectivity vias poéitfvely associated with baccalaureate completion

among Blacks; the other measures had neg]fﬁ?b]e,lor negative but nonsig-.

nificant, partial correlations with persistence. Accord%ng to Astin |

1 e
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' ) 1
(1982), _"one obviaus reason that quality-shows a different patt%rn of

relationships amongﬁtwo—&ear college students is that *two-year chTeges

tehd to score very low on most traditional“quality measures and #1so to

show less Variabi]ity on.such measures than the tour-year CO11eges" (p. ~&03).

» .

The quality measures also pos1t1ve1y pred1cted graduate atta1nmentf¢%om-
pletion or current pursu1t of a graduate or profess1ona1 degree) among :
Blacks. The 1mp11cat1on of these f1nd1ngs 1s c]ear" B]acks (and other
minoritieS) stand a better chance of comp1et1ng a bacca]aureate and coh-
t1nu1ng on for advanced training 1f they 1n1t1a11y enroll in an 1nst1tu—
tion of hlgh.qua11ty, as indicated by trad%t1ona1vqua11ty measures.
The qua11ty measures had on]y scattered relationships W1th other

” ‘
outcomes Attend1nq a h1gh1y selective institution had a stroﬁg negat1ve

“impact on grades for the 1975-77 sample; this f1nd1ng makes sense ﬁn v1ew

of the heavy compet1t1on that students face in selective 1nst1tut1ons,
which by definition enroll freshmen of superior acaé9m1c abj11ty. In'
addition, attendipng a high-cost .institution was positive]y related to a

final career choice of 1a@yer.or medical professional but negatively related

to a final career choice of nurse. L
‘ . N

Other Institutional Characteristiqs o '

~ . .
The location of -the freshman institution had some relatienship to the

~outcomes investigated. Blacks who entered colleges in the Northeast tended : }

o

to pers1st to bacca]aureate comp]et1on, to make good grades, and to be
satisfied with thexr college experience. Astin (1982) suggests that co11eges
in thke Northeast may be "more sophisticated and progressive in dealing with

the special needs of Black students because of the’ high concentration of -

Blacks in that region of the country and the 1ihera1 tradition of the North-

east in the area of civil rights" (p. 105). Attendihg an institution in
the Far West was positively related to peréistence,among-two—year-co11ege

119
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" within the overall institutional environment and that the characteristics
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entrantg in the 1971-80 extended sample and to persistence and grade
average among Blacks in the 1971-80 Timited sample. * Those Blacks ih

. . :
the 1975-77 sample who' as freshmen entered institutions in the Southeast

* tended to make Tlow grades and to be dissatisfied with college.

B1acks in the .1971-80 extended samp]e who enrolled in two- -year co11eges

with a re13t1ve1y high proport1on of wamen on the faculty had some tendency

to_drop out. 'For Blacks,in the 1971-80 1inti ted samp1e, attending a Protestant

institution was positively associated with grades and with a final career

* choice of @llied health professional but negatively assqeiated with sat-- =

jsfaction.'” A'fina1'caneer choice of allied health professiona1 was also

positﬁve]y related to atfending a men's college or an institution with a
1arge'proportion-qf graduate students, whereas a fina],career choice of
" . K

engineer was negatively associated with attending-a women's college.

.ow . ’ a

Field of ns'cudy"'

o ) I

As was 1nd1cated ear11er, 1ntended maJor field of study, .as reported

on the freshman questionnaire, can be- regarded as 'a student input variable,

v, v

since 1t is a character1st1c that the freshman br1ngs ‘with him/her.to college.
Insofar asas%ydengs actually end up majoring in the1r intended fields, these
variables can also,be regarded as environmenfal factors. A body of research

shows that different major fields constitute important subenvironments

’

4 )

of the subenvironments may have a significant impact on the individuals exposed
to them. | |

In the present analyses, BlacKs who majored in the natura1usciences,’
or engineering were found to make re1ative1y‘1ow grades, whereas ' those
majoring in education, social sciences, or arts,and humanities tended to

-

make relatively high grades. Since other student input variables
2 . -
measuring academic ability were controTled, the implication is that




-

these differentia]“effects are attribUtab]g\fo differences in the’
\ <
difficulty and r1gorousness of various sub;ects, courses in the sciences

¥

are s1mply more demandvng academ1ca11y than Courses in other f1e1ds

L

In addition, majoring in pre]aw was negat1ve1y related to pers1sten¢e,

majoring in engihéering was negatively re]atgd to satisfactfon, and -
majoring jn nursing was positively related to satisfaction,.among. Blacks
oA

-,

in the 1971-80 Timited sample.

Sources of*Finance - : -

Reépondents to the 1971 freshman questionnaife were asked to indicate

" their anticipated sources of finanée for their college education; however,
Bechsé the Tist aﬁ options was limited and because mo§t federal financial
aid’programs for college students did not begin operation until the mid-1970s,
the results of these analyses are somewﬁat ambigu%ps and dffficu]t\to
interpret. For instance, reliance on parental or family aid was negative]y'
associated with satis%éction for the 1975777-samp1e, whereas rehiance on
savings was positively agsociated with grades ?or the 1971-80 Timited éamp]e.

Generally speaking, past research ha; indicated that ;upport from

scholarships and grants has a positive impact on deéirab]e student outcomes,

“whereas reliance on loans has a negative impact. Participation in a work-
study program seems to facilitate persiétence,.e§pecia11y if the job is
located on campus and provided’that it entails no more than 20 hours per
week. (For a fuller discussion of the impact of financial aid, see Astin,

- . (24

1982, pp. 108-09).

Freshman Residence

4

The literature on college impact indicates that 1i9ing on campus (for
instance, in college residence halls) generally has beneficial effects on

students, probably because such residential arrangements enable them to

.,
t

o
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become more invoived in campus life (see Astin, 1975, 1977; Chicke}ﬁhg, 1974).

" Findings from the present analyses Wgre somewhat mixed in that those Blacks

. in the 1971-80 sample who. said that their freshman institution was'1o&ated
more fhén 50 mi1e§ from their homes (and who' thus presumably 11ved on campus)
were more 1;ké1y to pers1st whereas those who indicated-that they wou]d
Tive at home dur1ng their |reshman year were more Tikely to be satisfied

& 4 .
with college. IR P

Summary

This chapter has presented the findings to emerge from Tongitudinal
analyses of the effects of various student input and environmental factors
on a number of outcomes. This final section summarizes the results for

v

the three most important outcome measu(gsz persistence, grades, and satis-
faction. : ' . . { |
Blacks are most Tikely to persist in college to bacca]éuréste com-
pletion if they come from a relatively high socio-ecohomic chkground,
attend an integrated high school, make good grades in high school,
perform well on aptitude tests, and develop good study habits. Thosé
who enter college feeling that'theykwi11 need remedial worg i1 mathematics
and whq exhibit nonconformist or rebellious behavior in high échoo1
(smoking, staying up all night, overgﬁeeging a:d missing classes or apppinﬁf
ments, fd%]ing to complete homework assignments on tihg) are Jikg]y»tﬁ drop -

[}

out. A freshman career choice of elementary or secondary school teacher

and an intended major in the social sciences are associated with per§istence.

Blacks have a better chance of completing the baccalaureate if they initially ’

enroll in four-year colleges or universities (rafher than community colleges.),
: : q

especially high-quality institutions Tocated in the Northeast region of, the
United States;

| A high undergraduate grade average in associated with.making good

122 .
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grades in high $chool, being female, attending ar_intégrated high “school,
. ? b -

and expecting to makg a B average or higher. Blacks who see themselves

as outstanding in academic ability and public speaking ability are also

1ikely to perform well in college. Attending a black college and hajoring

in social séiences, education, or arts and humanities are associated with

ggoq gradeg, whereas attending a-highly selective college and majoring

in the natural sciences or engineering are associated with relatively poor

grades.
{\

Blacks who e&ter éd]]ege expecting to be satisfied with the college

- experience are 1ikely to be satisfied. The environmental variables associated -

with satisfaction incldde attending a two-ydar college, majoring in
o
nursing, and 1iving at home.

-«




CHAPTER 6
- _ . -
EXPERIENCES AND INSIGHTS OF BLﬁCK PROFESSIONALS

Blgcks whg'haye attained advanced degress and taken positions of
influence and responsibility can offer valuable insights, based on theiw
own experiences, into those factors in the higher educational system and

¢ in the general society that contributed to ‘their achievement or that

H

constituted obstacles. Two surveys, conducted especially for this study,

L3

produced such data: One.tapped the opinions of minority academic personnel

(faculty, administrators, and counselors), and £he other collected,

[ 2 [ .
information on ﬁhe experiences of recipients of Ford Foundation Graduate
Fellowships. ‘This chapter summarizes relevant findings from these two

surveys. . .

. ) : SurVey of Minority Academic Personnel

The survey. of minooity academic. personnel involved two questionnaires:
The first was open—eoded in format, the intention being to encourage respon-
dents to write fully and free]y about their views and exper1ences Responses

to’ th1s f1rst quest1onna1re were coded and categorized to produce the second
\
quest1onna1re wh1ch used a forced choice format that was easy to complete

* and score while at the same t1me offering meaningful alternatives.

Profi}e of the Respondents

A '

' 0f the 311 mipority academic;}who completed the second questionnaire,
_73 (23 percent) were Blacks. Of £his group, three-fifths (compared with
70 percent of the total sample) weré‘ma]e. The black respondeots teoded
to be older and more highly credentﬁa1ed than did respondents from otber

- minority groups. Thus, about two 1nvf?ve (42 percent), comoared with
about che-fourth o% the total samp]e‘(27 percent), were age 46 or over

at the time of the survey; only 37 perc!;i of the Blacks, compared with

O .
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"The proportion of Blacks with degrees in social sciences (23 percent) was.

-114-

54 percént.of all- respondents, were age 40 or under. The great majority

of Blacks (84 percent), compared with 66 percent of a11're§pondents, held

a doctoral or prpfessiona1 degree, and the remainder 15 percent) held a -
master's degree. With respect to the field of their h1ghest degree B1acks
were overrepresented in education (42 percent, compared with 36 percent

of the total sample) but underrepresented in arts and humanities (15

percent, compared with 19 percent of the total saﬁp1e) and natural and

‘health sciences (15 percent, compared with 18 percent of the total sample).

.
2 e

about the same as the-proportion for all respondents.
. .
0f the. 73 black ‘respondents, all but three were currently employed in
academic institutions. Consistent with their tendency to be slightly older

than other minority academic personnel, about one-fourth of the Blacks had

'taken their first academic appo1ntment in 1980 or earlier; the analogous

f1gure for a11 respondents was on1y 10 percent

Of the 70 Blacks current1y emp]oyed in academic 1nst1tut1ons, over ha]f

(53 percent) worked in institutions where the student body was predom1nant1y ’

black, and the remainder’Worked in predominant1y white institutions. They
were more likely than any other minority éropp to be employed 1h‘prirate
jnstitutions (38 percent, compared with 19 pe:cept.of all respondents);
indeed, about one-fourth (compared with 8.7 percent of all respondents)’

were employed in private four-year colleges. (As was pointed out in Chapier 2,

.the majority of historically black institutions are private four-year colleges.)
A ‘ ’ .

They were more Tikely than other minorities to work in'institutions located

< in the South (27 percent), the‘Greac Lakes region (14 percent), and New

‘ S .
England (12 percent), but less likely to work’in inétitutions'1ocated in

the»PJains region (0 percent), the Southwest (1.4 percent), or the Rocky

Mouﬁtains and Pacific Northwest (1.4 percent).
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Of the 48 black respondents who indicated faculty ranks, over half
(compared with 30 percent of all respondents indicating faculty ranks)

were full professors. Of the 41 black respondents who indicated adminis-

t e

trative orstaff titles, one-fifth were presidents or Qice-bresidents of

their institutions (compared with 9 percent of all respondents), 15 percent

were deans (compared with 7 percent’of all respondents), 22 percent were

‘associate or assistant deans (compared with 8 percent of .all respondents),

and 17 percent were the chairs of academic departmehts‘(compared with 11
percent of all respondents). On the other hand, black respondents'were less
Tikely than were those from gther minority groups to be counselors or advisors,

reseafchers, or nonclerical Tower-level administrative staff. Ihat Blacks

2

tended to hold higher facu1ﬁy énd administrative ranks than did academic -

personnel from other minority groups is consistent with.their higher average

age and longer peridd of academic employment. .

Personal Experience

About three-fifths of the black respondents indicateﬁ that they had
gone to a preéominant1y black college for their undergraduate work. Asked
about the factors and ﬁxberiences that encouraged tHem to complete a bacca-‘"
laureate, the overwhelming majority of Blacks (86 percen%) mentioned the
encouragement and support of their families. This was the top-iranked factor
among‘a11'respondent§1as well, though 5n1y 66 percent of the total sample
mentioned it among the top three reasons. The second mqst frequently hentidned
faciTitatoh of college completion involved egucationa1.goa1s andiinterests,
mentioned by 58 percent of the Blacks andr47 percent of the total sample.
Blacks were more 1ikely fhan respondéht;‘from other minority groups to mention
financial aid (éuch as grant or scholarship) and oppo#tunity (the availability
of a conveniently located, Tow-cost public institution, the'avai1abi1ity‘of
a specia] program of interest) as inf1uentia1 factors. Thg three topuranked

126 | ,
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factors in graduate school attendance were the same for Blacks as for the
2 total sample: educatfona] goals and ﬁnterests (mentioned by 74 percent'o%
the Blacks and 60 percent of the tota] sample), career and economic
goals such as the desire to expard job options and 'to increase earning
capacity (49 percent of thevB1acks, 50 percent of the total sample), and‘
receiving financia] aid (47 percent of bothbgroups) Blacks were more
Tikely than others to ment1on family encouragement and support as ‘a factor
*in their taking advanced tra1n1ng, but less 11ke1y to, mention the support
and dnf1uence of others (such as co-workers and peers), the desire to
serve their community; or the personal cha]]enge of proving they could do
it. | |
4~Respondents were alsp asked to indicate, from a 1ist of nine factors,
those that had constituted préblems or obstac]es at tne undergraduate and -
. v graduatel1eve1. In vtrtua11yta11 cases,.tne proportfon of Blacks citing
a giyen'tactor as -a barrier was smaller than the proportion of each of.tne
other three minority groups, as well as smaller than average for the totaf
sample. For instance, financtaT concerns constituted the most common barriery
it was mentioned as an undergraduate obstacle by 45 percent of the B1acks
(companed wtth 60 percent of thegtota1'samp1e) and as a graduate obstacle
by 42 percent of the B]acks (compared with 55 percent of the toﬁa] sahp]e).
V’%he two other most frequent]y ment1oned undergraduate barr1ers were |
“institutional indifference (29 percent of the Blacks, 33 percent of all

@

°respondents) and faculty composition- and attitudes (23 percent of the B]acks}
33 percent of a11 respondents). B]acks were markedly less 1ike1y thané

others to- indicate that the1r undergraduate progress had been 1mpeded by
lack of educational preparat1on (12 percent, compared with 27 percent of

the ‘total sample), culture shock (10-pencent, compared with 24 pErcent of

" the total sample), or family responsibilities (10 percent, compared with ;"nﬁ

NE
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20 percent of.the total sample).

At the graduate level, however,oBTacks were somewhat more likely

than average to say'they suffered from social isolation and Toneliness

(32 percent, compared with 26 percent of the total sample). vThis difference
may be attributable to the fact that many of the black respondents pursuedu'
their undergraduate education at a predominantly black co11ege but then
wwent to a predominantly wh1te institution for their advanced training.

Thus, not until graduate/profess1ona1 school did they find themse1ves

in an alienating environment; the experience was apparently traumatic :
; . ,

' for'about one-third of the respondents. Other obstacles at the graduate

Tevel included fdcu]ty composition and attitudes (mentioned by 30 percent

L)
h ]

'_ of the Blacks and 36 percent of the tota] samp]e) lack of courses,

curr1cu1um materials, methodo]og1ca1 approaches, and research opportun1t1es
that addressed m1nor1ty concerns (25 percent of the B}acks, 30 percent of
the tota] sample), and 1nst1tut1ona1 indifference (22 percent“of the B]acks,
23 percent of. the tota1 sample). On the other hand, only 8 percent ofpthe'
Blacks, compared with 20 percent of the total sample, said they had prob1ems
with emotional adjustment (lack of 'self-confidence, lack of‘disc1p1ine,

fear of faiiure). , - Ja : | )

Another item on the questionnaire asked respondents whether they faced

'prob1ems or had responsibilities "above and beyond those of Anglo professionals

“in comparabie positions.” Once again, Blacks were somewhat less 1ike1y'
than average to cite a given problem or responsibility. Most commonly

mentioned were the difficulty of gaining the acceptance and respect of

colleagues (36 percent of Blacks, 40 percent of all respondents): the lack

of real 1nst1tut1ona1 commitment to recru1t1ng and reta1n1ng m1nor1ty

students and staff (32 percent of B1acks, 42 percent of a1k respondénts)

El

11ack of other minority academic personnel to accomp11sh aTW that needs

‘.

to be done (30 percent of Blacks, 38 percent of all respondents), and
125 | :




institutional ethnocentr1sm as man1fested in ignorance of and insensi-

t1v1ty to other cultures (30 percent of Blacks, 38 percent of all respondents)

Opinions on Minority Issues

In addition to gathering information about the past and current experignces

Q

of minority academic personnel, the survey -asked respondents for the1r

‘op1n1ons about the obstacles affect1ng the educational attainment of young
men and woﬁen of the respondent's:race/ethnicity and about .particular
barriers at different 1eye1s of the educationa1'system. Poor educational
preparation and financial problems were viewed as major problems con-
fronting minority young people, both by black respondents and by the
total sample of respondents. Blacks were more 1ihe1y than»averagevto say
that lack of equal access and educationa1 opportunfty and inadequate
motivation or direction were prOb]ems for young people of their racié] & /% .
baekground, but less 1ike1y'than others to mention demdndsmand conf1%cts
created by early marriage and:muTtip1e roles, low se{fetonfidence and jdentity
problems, and lack of survival skills for making it through the educationa1_
system.' In addition, they were more likely than average'to say that young
black men were hamperEd by %Eérrpressurelagainst academic achievement
and that young b]dck women were hempered by poor guidance and counseling.

' At the elementary 1eve1 the chief obstac1es were poor quality of teach1ng
1(ment1oned by 67 percent of the black respondents and 61 percent of the
total sample); poor educational preparat1on, e%pec1a11y in basic skills
(66 percent of the Blacks, 50 percent of the total sample); lack of resounces
in the home (42 percent of the Blacks, 35 percent of'the‘tota1,samp1e),3
and the poor quality ofi schools (34 percent of the Blacks, 50 percent .
of the tota1 sample). Blacks were more Tikely than were other minorities

to say that poor ed:;ﬂt1ona1 and career guidance and negat1ve peer

1nf1uences were obstacles at the e1ementary level, but Tless 1ikely than
K ) .
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average to perce1ve as problems the 1ack of effect1ve instructional

programs, the Tack of transitional programs for students with 11m1ted
English-Tanguage ab111tes, or impractdical and 1rre1evant curricula.

The chief obstacles at the high sch001 Tevel were poor educational
preparation (mentioned by 62 bercent‘of the Blacks and 58 percent of the
tota1 samp1e)' poor teaching (58 percent of the B1acks, 52 peréent of the

%ota1 sample); and lack of effective educational and career gu1dance (38

°

percent of the Blacks, 40 percent of the total sample). g B1acks were more

:1ike1y than other minorities to see poor quality of schoo1s, lack of

resources in the home environment, negative peer. 1nf1uence and a lack
of effort to cha11enge motivate,.and encourage students to do their best
as problems for h1gh school students of their race/ethn1c1ty However,
rea1tive1y~sma11 proportions mentioned the 1ack;of minority teachers as
a'prob1em.

Top-ranked ‘among perceived barriers at the coi1ege level were poor
educationa] preparation for coT]ege'worr‘(cited by 73:percent of the

-

black respondents and 61 percent of 511 respondents) and financial
difficu1ties (mentioned by about half of b1acks and of the total sample).
arger-than-average proportiens of black respondents viewed Tack of prior

knowledge about colleges and its demands and overrepresentation in "soft"

- fields as obstacles to black undergraduates. Relatively few, however, °

believed that a Tlack of‘minority faculty or identity 5rob1ems and

‘motivational difficulties cbnstituted problems.

Financial problems were.top-ranEed at the graduate level. In addition,

45 percent of the Blacks (compared with. 40 percent of the total sample)
~ saw the Tack of minority faculty at the'graduate level as an obstac1e to

" the educational attainment of their young people. Blacks were more

v P -

1ikely than were other minorities to cite indifferent and insensitive

‘facu1ty members as an_obstac1es, but less 1ikely to mention identity

. ' ~ N
g . . ' 2 AN
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problems, low self-esteem, and fear of failure. '

o Respondents were asked' to indicate what partfcu]ar strengths char-
acterized young peopTe of their race/etnnicity; the patterns of characteristics
differed somewhat for the four minority groups. Most coémmonly mentioned by
black respondents were inte11igence and curioéity (57 percent, compared with
47 percent of the tqtal sample), res111ence and flexibjlity (48 percent,
compared with 34 percent of the tota] sample), strong‘fam11y and commun1ty
ties (42 percent, compared with 51 percent of the total sample), and the

’deéire:and determination to succeed (34 percent, compared with Zi"percent
of the total sample). ﬁ]acks were marked1y less 1jke1y than others to
.mention.a strong sense of cultural jdentity (32 percenti compared With 52
percent of the total sample), bilingual skills and abilities.(1.4 percent,
compared with 24 percent of the total sample), or sensitivity to and respect
for others (19 percent, compared with 28 percent of the total sample).
Finally, suggestioris for improving higher education institutions~so that
they mignt better serve minority students were solicited. The mostv
frequent recommendation (ment1oned by 51 percent of the black respondents

A ]

and 43 percent»ot the total sample) was that academic 1nst1tut1ons hire =

" and promote«more'minority facu]ty, counselors, and administrators. Second-
ranked was thEQsUggestion that minorities should be giyen.more encouragement
to attend co11ege (for instance,‘by the deve1opment of outreach and recruit-
men{’programs, the establishment of open admissions, and the improvement
‘of‘articu1ation’between community colleges-and four-year co]]egeé). Black
respondents were also more likely than others to recommend that higher
education institutions give greater emphasts:to quality (36 percent; compared

~with 27 percent of all respondents) and develop academic assistance and

tutorial programs (42 percent, compared with 31 percent of all respondents).
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.'Program. Since its inception in 1969, over 1,500 minority graduate
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» Survey of Ford Feilows

One of the most effective programs“in improving minority access to

advanced training has been the Ford Foundation's Graduate Fellowship

’

students have received awanrds under this program.. To 1eang more about

_ their;charac%eristics,.perceptions, and experiences, the project staff

mailed out questionnaires to 1,350 Ford Fellows in the summer of 1980.

Usable questionnaires were returned -by a total of 630 recipients of

Ford Graduate Fe11ow§hips, of whom 286 (45 percent) were B]acks.

Profile of the Respondents

Of the 286 black respondents, 122 (43 peréent) had done their under-
graduate work at predominantly black colleges, énd 164 (57 percent) had
attended white institutions as undergraduates. These two groups differed
somewhat in other demographic characteristics. For instance, men constituted
57'per¢ent of those who Had»af@ended black collegas, but only 46 percent
of those who had attended white colleges. In addition, ane—third of
those whb attended biack co]]éges, but only 15 bercept of those who "had
attended white colleges, were age 40 or older. These différences are
prdbab]y explained by the fact that only recently have white institutions
made a concerted.effort to recruit black students. Moreover; the college
attendance of women has increased in recent years. Thus, it is.not
surprising that the graduates of black colleges ténded to be older or that
5 larger proportion of women were found in the younger group (i.e., those
whobhad éttenged white cof1eges). The two groups differed as well in
their current residence: .Black graduates of‘b1ack co11e§es were more likely
th;n any other group to live in the South (37 percent, compared with 12 .
percent of the total sample) but Tess 1ike1yvthan average to live in the
West (21 percent, compared with gl_Percent of the total sample). B15ck
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graduates of white colleges were more 1ikely to live in the fast (39 percent).

About two-thirds of both groups of Blacks had completed the doctorate
at the time of the survey. Those who had attended black co]]eges for their
undergraduate work were more 11ke1y to have received their h1ghest degree
in physical sciences/mathematics (15 percent, compared with*9 percent
of the graduate of white colleges) or in education (24 peroent,°£ampared‘

with 20 percent of the graduates of white colleges), whereasfthose who

had attended white colleges for their undergraduate work were more likely
1.,
to have received their highest degree in social sciences (31 percent, compared

w1th 22 percent of the graduates of black colleges) or psychology (12

./
percent Versus 9 percent) Relative to other minority respondents, Blacks

as a group were more Tikely than others to have a degree in physical

L]
gy

sciences/mathematics but Tess 1ikely to.have a degree in social °c1ences

Graduate School Experiences ' ’ ’ g ‘
Respondents to the survey were asked which of five factors had been
essential in enabling them to.attend‘the%r,firstfchoice graduate.institutiOna |
Eighty-seven percent.of the Blacks wha had attended predominant1y bTack :
instttutions‘and 83kpercent of those who had graduated from wh;te colleges '
(compared with 87 percent of the total sample) said that the Ford Fellow-
ship itself was essential. The negt-most commonly mentioned factors
(66~percent of the Blacks graduating from black co]]eges, 60 percent of
those from white colleges) was the availability of a Jjob. Spousa]
support was more frequently mentioned by those from black colleges (38
percent) than those from white colleges (23 percent); this may be a function

‘of the higher average age of the former. Graduates of white colleges were

more Tikely to cite student loans (42 percent, compared with 36 percent
of those from black colleges); perhaps younger people who do not have

families to support are more willing to incur indebtedness. One-third

133 o
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. of both grdups said that fam)]y/parenta] support was- an important factor

in their being able to attend thesr first-choice institution.
A s11ght1y Targer proportion of the black graduates of white colleges
(84 percent) than of the b1ack graduates of b1ack co11eges (72 percent)
had wdrked while attending graduate school. OtherWJSe, the two groups of
black respendents aid Mot differ much with respect‘tb uork-re1ated factors:
S1ight1y'over half (56 percent) said that their job was related to. their
doctoral program; s11ght1y under half (48 percent) ;aid that they worked
:n an on-campus 1ocat1on, and 23 percent said that their department required
all graduate students to have assistantship experience. 4
About'dne-tifth of the black respondents said that, in addition
to -the Ford Fe]]owéhips,'they got some kind of financial help (fellow-

ship, schdlarship, assistantship) from their university; and about

one-fifth got an award from an outside source (national association,
- f £
£,

other foundation, government agency). Forty-six percent of the black graduates
of'white col.leges toor a student loan durdngAgraduate.study, compared with

41 percént of the b1ackygraduates of b1ack‘institutions) The latter

were nore Tikely than the former to get-financial support from part-time. .
jobs or from their spouse during graduate“schoo1.

- Several 1tems on- the quest1onna1re dealt with the departmenta1 climate
and with re1at1onsh1ps with faculty and other students dur1ng graduate schoo]
Over three-fifths (63 percent) of those black Ford Fellows who had attended
predominantly black co1Jeges indicated that they had a faculty mentor during
graduate échoo); one-fourth said that the mentor was a minority-group member.
Of those black respondents who had done their undergraduate work at white
co11eges,'57 percent had a faculty mentor, and 22 percent said the mentor
was a minorjty-group member. Black graduates of black colleges were more

1ikely than any other group of Ford Fellows to feel that they had received

very good academic advising during graduate school (53 percent, compared
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‘with 32 percent of black graduates of white co1]egés and 37 percent df
the total sample). Graduates of black, colleges ﬂere alsd more Tikely
than those blacks who had‘attended white colleges to feel that the '
faculty stimu1ated the development of different points of view among
their students;{that the fellowship had a positive impact on.their
relations with facu]ty, and that there was usua]]y competition fer grades.
Blacks who had attended white co]]eges Were more 11ke1y than their

. counterparts from b]ack co]]eges to say that they usually had the opportun1ty .
to determine their Qwn program and that the fe]]owsh1p had a pos1t1ve

\ impact on their re]at1onsh1ps with other«students. _

Asked about problems that had affected theiv progress in graduate
schoo], black Ford Fellows mbst frequent1y mentioned finances, thouqh
they were less. 1ikely than other minorities to cfte this seurce of
difficulty. Moreover, they were less 1ike1y than average to have
difficulty with the oral examinattén for their doctoral proposal
but somewhat more 11ke1y than average to say that the fore1gn 1anguage
requ1rement constituted a- prob]em. Those Blacks who had attended

~ black undergraduate institution$ were more likely than viere their counter-
!parts from white. colleges to encounter difficulties connected with writing
skills, course requigements, the‘qua]ifytng exaﬁjnatiqn, pregnancy, and
family problems. B]aek.graduates‘of white colleges were, more 1ike1y‘
to encountervdiffi,'Tties with research methods, research for their
dissertation; and pri b1ems-w%th spouse.

The aspect of graduate school experience most commonly mentioned as
positive by B1acks who had attended black colleges was interaction with
faculty, whereas those B]acks who had donettheir undergraduate worh at
‘white institutions most frequently mentioned persona]ideve1opment. In
additton, agout one-fourth mentioned interaction with other students,

15 percent mentioned research and training experiences, and 16 percent

Y s
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mentioned academic freedom and the bpportunity to explore new fiefds.'
TheseAproportions are similar to those for the total samp1e.7 Black ‘
graduates -of white colleges were twice as ]ike]fvas their counterparts
who had attended black co11eges’to say'that the academic'resourcesléf
graduate school constituted a positive experience (10 percent versus
5 percent). - .

As to the negative'aspects of the graduate;schooi experience,fmost
fregueht]y mehtioned uere racial discrimination (by.iB percent of the o
Blacks from white colleges, éO percent. of the Blacks from black colleges,
and 17 percent of the total sample), departmenta1 po]itics (15 percent of
black graduates of white colleges, 11 percent of b]ack graduates of black
co11eges, and 14 percent of the total samp1e) Black Ford Fellows
who had done the1r undergraduate work at b1ack instituions were more
1ike1y than were their counterparts from white colleges to say they
.experienced stress and personal uncertatnty, personal prob1ems,vand

difficulty with course requirements; whereas those Blacks from whtte colleges

more often comp?ained about poor academic advising, but the proportions

were very small. . o . e

Current Employment

, Four-fifths of the black Ford Fellows who had done their undergraduate
work at predominantly black institutions were employed at the time of the
stirvey, the majority*of thef (80 percent) in academic institutions. Of

. ’ o %
those blacks who were graduates of white colleges, 73 percent were ehp]oyed
¢

at the time of the survey, 70 percent of them in academic instjtutions. As

LN,
!

to nonacademic emp1oyment graduates of black c011eges were more likely to

[N -

be working in research organ1zat1ons or e1ementary and secondary~schoo1
systems, wherea’s black gradautes of white colleges were more likely to be

. . .
employed in private-sector organizations, government agencies, or public
»e “ 4 ’ . &

'
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service organizations. o ‘ . .
Looking just at those black Fora Fellows who were employed in academic
1nst1tutions, we find that close ts half of gradhates of black colleges
were currently working in predominantly black institutons, aboqt one-
fifthﬁwere emp1oye& in white universities, one-fifth in white four-year
colleges, and 9 percent in white ﬁwo-year colleges. Of those Blacks who .
had done their unaergraﬁuate work in white colleges, on the other ‘hand,
close to two-thirds of thbse who were academically employed worked in
white universities,'18 percent in white four-year colleges, only 11
bercent in black institutions, and 4 percent in ‘white two-year colleges.
Consistent with their tendency to be o1der; those Wbo had attended black
co1féges Qere more likely than their counterparts5who'hqd attended white
colleges to hold full-time positions, to have tenure, and to.be associate

or full professors. o - . o

Summary

‘This chapter has presented the findings from two surveys conducted
especia1iy for this project and designed to elicit the views of minority-
group members who have achieved at high level in the highe; education
system.
Black respondents to the survey of minority academic personnel were,
qﬂ_ﬁhe average, older than respondents from other minority groups, and were
more 1likely to have doctoral or professional degrees. Consistent with fhese
characteristics, they tended to hold high faculty or administratfve ranks,
ahd about half were employed in predomiﬁant1y black institutions. -
Blacks were ssmewhqt moré 1ikely than other minority academic personnel
to attribute their éducationa1 attainment to the encouragement of.their

families and to their own desire to learn and to dain an educatiop. They

were less Tikely than others to mention most specific barriers, obstacles, 4

1 4
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and problems, berhaps because many of them attendéd hredomipant1y black
colleges as undergraQuates (59 percent) and were cuérent1y-émp1oyed in
_ predohinant1ylb1ack institutibns (50 percent)f where fﬁey did not face
the difficulties encoun?ered by mihority personnel in a white-dominated
environment. Loneliness and:sqcia1 isolation weée often a probfem qf
the.gradua@e level, however. 4 . A
Like~responden£§ of other m{nority groups, Blacks were likely
to see poor eduéatioﬁa1 preparation as a barrier to young people at various“
levels of tﬁe‘educationa1 systgm. In addition, financial difficulties,
inadequafe guidance and ;ounse1ing, and negative peer influences were |
Vviewed as a, prqb1eh: Howevef, Blacks do not seem to face the pr6b1ems

énéounteréﬂ by Hispanics and Americén Indians because of their ma%ked1y -

different cultural heritage, nor do they seem to suffer to the same

T
.

extent5from low self-esteem or identity prob1ems;
The 286 Blacks who responded to the survey of Ford Graduate Fellow-
ship recipients were divided into two subgroups: those who had done their
undergraduate work at a black institution (43 percent) and those who had
done their undergraduate work at a predomiﬁant1y white institution. The
former group tended to be older - and included a larger proportién of
men and of.persbns who currently resided in the Soﬁth. In”addition, black
Ford Fellows who had attended black colleges were more Tikely to have -
receiyéd support froﬁ their spouse or to haQe worked during graduate school
qﬁp to be_cuﬁ¥eét1y employed at black institutionsi Those who had attended

L

,white ¢tolleges were more Tikely to hgve taken loans to help pay for their .

graduate education. Finally, those from black institutions were more likely

4

to feel satisfied with their re]ationé with facu1t& and «to believe that
~ they had received adequate academic advising, wheréa%ithoseﬂfrmnéyhite
institutions ‘were more Tikely to be'satisfied with their relations with

’

O _ other students and with their autonomy and independence during graduate

. {‘38
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school.s Blacks from both-groups tended to feel that the Ford Graduate
' JFE11owship made -it possible for them to attend their first-choice

fa 23

institution._

b
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o CHAPTER 7 ,
RECOMMENDATIONS : . -f

.

On the basis of the findings to emerge from'the study of the higher

“education of disadvantaged minorities, the commission formulated a

_number of recommendations intended to -increase the numbers of minority

students who enter and complete programs at both the undergraduate and
w3,

graduate Tevels, Those recommendations that have specié1 relevance to

LV

Blacks are abstracted from theﬁcommission report (1982) and preéented
. . ,’ﬂ,;% .

in this chapter.

Implementation of the Value-Added Model

Educational “institutions should revise their testing and grading
procedures to reflect and enhahce the value-added missien. Such
a revision reduires, first, that current normative or re1at1vistic
"~ measures be rep1aCEd by meafures that assess the'1earé1ng aHd . |
igrgwth of the 1nd1v1dha1 student and, second,ythat these measures
WA be administered periodically to qssess the individual's growth over
tiﬁé. Results from both local énd national tests shou1d.be’rout1ne1y
fed back to individual students and teaéhehs on an item-by-item
basis. Such revised testing and grading pkdcedures wi]]'be?ter
serve the educatjoné] process by providing students, teachers,
. institutions, and policy mak;rs thh‘feedback on the nature and
extent of student 1earn1ng.and growth over time. This feedback
will be useful not only 1n'eva1uét1ng the effectiveﬁess of educational
progﬁ?ms‘but also in diagnosing the educational progress and needs
.of individual students. : ’ i .
Educatigna] institutions shoU]d use standardized tests for course

- ' placement, evaluation, and counseﬁing rather than just for the

Q selection and screening of students.

RC-
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» Educational institutions should enlarge their concept of competency -+
" measures to include the assessmeﬁf'of gronb in the noncognitive
rea1m:’ personal deve]opmbnt, 1nferpersona1 skills, and self-esteem. -

\]
-

Precof1egiate Education | s

.

[o]

’

School counselors and teachers must make special efforts to.assist

H

minority students in understanding the relationship between their

“education and their future careers and other life options.

° Secondary school conselors and teachers should éHcourage minority

students to enroll in college preparétory curricula and to”take

" courses in mathematics, languages, natural science, and social

science. .

© Schools should routinely test new and continuing éfudents, as a.

basis fdr undertaking any remedial efforts that may be requived

- to comrect for the effects of earlier educational deficiences.
° Secondary school teachers and administrators, working in close

» , -
collaboration with faculty from nearby colleges and universities,

\' should define those.inte11ectua1 competencies that are crucial

R
' ‘

[y

to effective preformance in college€ and develop tests to measure

such competencies.

>~ N

° Such test should be administered on a repeated before-and-after

basis to assess student progress and p;ogram effectiveness, in
“accordance with £he value-added model.
° The results of such periodic testing and hetesting should be a
major element in the accountability of school teachers and ‘admini-
*strators, and thosé who are demonstrably effedtive in assisting

, minority.studentsushou1d be more adequately compensatédt

° The schoal leadership §h0u1d make greater éfforts to ascertain

and respond to the concerns of minority parents, to involve them
' " ,

. ’

14;



in the operation of the schools, and to-assist them in understanding

-~ 1

the objectives, procedures, and practices of the schools.

The pers student formula now used to allocate resources among public

e]ementary andmsecondary schools within a schoo1 district shou]d

be reV1sed .50 that predom1nant1y m1nor1ty schoo1s receive a Qgreater

share of these resources, some of which shou]d .be used to deve]op
7

'r1gorous acadech programs and assoc1ated support services for the1r

9 9

students

A3
-

_Higher educat1on 1nst1tut1ons, schoo]s, and departments concerned

W1th thg tra1n1ng of elementary . and secendary school teachers should

deve1op stronger'academ1c programs des1gned among other th1ngs, to
>
increase the prosoect1ve teacher s awareness of and sensitivity to

minority cultures and values.

°

Community Colleges

_Community co1deges should revitaTizeﬁthein tranéfer function by.
establishing as one option a;"transfen}co11ege-w1thin—a-eo11ege,"
wnerein all students aspiking to a baceaTaureate can be brought
together and exposed to the same kinds of 1ntens1ve educat1ona1
and extracurr1cu1ar exper1ences commonly ava11ab1e to students
at res1denta% institutions. Fund1ng formulas mag have to be
revised togstrengthen the,”co11ege-with1n—a-co11ege.”

The transfer program staffs of community colleges should work - -

.c1ose1y with their counterparts at senior institutions to improve °

articulation. .

« ) ‘
Transfer Programs within community colleges should offer inten-
" sive remediation and academic counseling.

Senior institutions should make more effort to faei]itate the

transfer of commdnityﬁc011ege graduates by setting aside an
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e . "
appropriate amount of financié] aid for these students and by
offering orientation and counseling td meet their special needs.
In the areas where senior institutions and“commuuity co]]eges are
located c1ose to one anothef”Ayoung people aspiring to a:baccalau-
reate shou1d be encouraged to enro11 in the senior institutions,
without preJud1ce to the continuing opportun1ty of students in

‘ ~ two-year colleges who may wish to transfer to the sen1or instritution.
B v o .
\

Academic and Personal Support Services

+

° Co]]eges.and universities should strenghten their efforts fo he1p
underprepared minority studeuts improve their study habits and develop
their basic skills, by offering tutor1ng, deve1opmenta1 cour;es,
and academ1clcounse11ng. Such efforts will not only benefit the
individual student but w111 also hélp institutions financially by

j -_ . reducing student attritioh rates.

Colleges and universities should provide resources to establish

-

centers where m%noﬁity students can meet together for social and
edueationa1 exchanges. Such centers can promote ‘a sense of eommunityi
can help new students Tearn about the system,'and can fgster «
cultural ident%ty, pride, and sfrength 1h such a way that-minority

“ students wi11 be able to challenge as well as to enrich and broaden
the trad1t1ona1 va1ues of the 1nst1ut1on | .

Minority students themse1ves, as we11 as Tlocal m1nor1ty uommun1t1es,
should be used as a reéource in -providing leadership and initiatives
for the organization of such academic and personal support,serviqes,

: and should be'givenVa respansible role in decisionshconcerning;the
operatian and management efﬂuﬁhority services. '

The trustees, aduinistratoré, and faculties of colleges and universities

should give strong‘%hd'visib1e support for the deve1opuent of ethnic

"ERIC : .




* 'studiés programs, so'that the perspectives added by such programs -
a P . B ’
will be available for thé benefit of all students, minority and
‘majority. . ’ .

.

The Myth of Equa1 Access

o

Educat1Qna1 po11cy makers and planners should revise the1r traditional

concept of equality access to take into account the type, quality,

. . . . . . H
~and resourtes of the institution entered.

The more selective institufions--inc]uding'the "flagship" (major)
universities in each state--should review their recruitment and .

admissions procedures and where necessary revise them to attract.
- & J .

‘and admit more minority studentsd/ )
These,se1ect1ve institutions should make chear their commitment
'to che goal of fncreasing m1nor1ty enro11ments by providing support

services, present1ng minority perspect1ves 1n the curr1cu1um, and

h1r1ng promot1ng, and tenuring more minority facu1ty and admini-

"

strators. - -
Institutfons should reexamine the educational racione1e under-

lying traditiona1‘se1ective admissions prectices. Idea11y, the
predicitive model of aQ?15510n§ should be rep1aced with a model

that focuses on the.institut{bn's value-added mission.

IS

Those ‘institutions using the predicitiye model ef admissions should

[ . »
. »

examﬁne the validity of their formulas separately for minorities, .

w1th spec1a1 attent1on to the possab111ty that standard1zed test

scores, wh1ch pose ‘a far greater hand1cap to m1nor1t1es than h1gh

school grades, ‘add Tittle to the pred1c1t0n of co11ege performance.

[y

Financial Aid, K

Whenever possible, students with significant financial need should

o

144 0
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be given aid 1n the form of grants rather than loans.

° Students shou]d be given enough aid so that they do not need
to work more than half time.

° If students are given‘enougn aid in_the form of workéstudy’support,
it sjou]d be packaged in such a way that they work Tess than half
time and, whenever possible, at on-campus jobs. F?

° Federal and state legislators and po?tcy makers’ should support

P

expanded grant and work-study programs.

Graduate and Professional Education

© Eedera], state, and institutional policy makers should increase
financia] aid for minority students at the graduate and profes-
sional Tevels. In particular, every effort shou1d be made to
expand the numaer of assistantships available to minortty |
{graduate‘students, since this fonn of aid seems to intensify
student'invq1uement in graduate study, promote nrofessiona1
deve]opment, and strengthen the.bond'between student and faculty

14

~mentor.
o Federa] state, .and pr1vate agencies shou1d cons1der implementing
cha]]enge grant programs, since such prdgrams seem likely to increase
the amount of financial aid available fordm1nor1ty graduate students
as well as toistrengthen 1nstituti®na1 conmﬁtment,to the goal of
increasing minority enrollments.
° Graduate faculties should be more sensjtive and responsive to
the need of minority graduate students to have more freedom and
support in selecting research topnes, chbesing methodologies,
analyzing da&a,'and interpreting results, consistent with graduate
standards. | |

o]

Graduate and professional schoo]s siou]d make special efforts to
= . » . N L)
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. . increase their pools of minority grqduate students and the presence
. of m{nority members on their faculties. ’

‘Federal and state policy makers should give in;reasediattention to

the nation's 1ong-terh needs for highly ski11ed‘académic, research; »

and technical workeks. We believe that recent cuts in funding for

advanced fraihing programs based on actual or presumed short-term

surpluses of personnel in certain fields are short—sighted, and that

they disproportionate1y and unfairly reduce the opportunities'of

‘ ,‘ . emerging minority scholars to contribute to the general good.
/ . .

- Minority Faculty and Admin%strators

° Colleges and universities should seek to recruit andyhire more
“minority faculty Membe?s, administrators, and sﬁudent services
personnel and should make every effort to promote and tenure
minority educators. Actions do indeed speak Touder than words:
no amount of rhetorical commitment to the principles of equal
opportunity, affirmative acifon, and pluralism can compensate
for'gr‘justify the curreht degree-of mingrity Underrepresén-
tation among faculty, administratoré, st;f? members, and students
in higher education. | '
Top administrators should demonsfrate their clear and unequivocal
support of efforts to recruit, hire, promote, and tenure minoritieg.
In mény respects, the administration estap]ishes the campus atmos-
K phére or "tone." Thus, a visible personal commitment to change on
;the part of(fne or two senior officié1s can be critical in
effecting increased minority répresentqtion on a campus.
Colleges and universities shouyld make every effort to ensure that
minority facu}ty members, adm%nistrators, and student personnel

b : :
workers are represented in‘all types of positions at all levels

v . . 116
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within the institution. An unfortunate side effect of the effort.
to provide better services to minority studemts has been the
creation of positions that are pérceived and labeled as “minority”
positions; often, minority staff are hired for part-time, short-
term, nonteﬁure-track jobs tﬁat are supported by "soft" funds

from outside the institution's 1ine-item budget. Because they are
isolated from the inétitutiona1 mainstream, the incumbents of guch
jobs have little opportunity to influence institutional policies

and practices, limited interaction with majority students and

»
1

few prospects fbr advancement.
° Colleges and universities should révise-their'hiring and promotion
criteria so as to recognize and reward a wider variety of accomplish-
ments and types of service. A1thoUgh we are certainly not the first
to advocate change in the current review and promotion system,
continued adherence to nafrow1y defined criteria tends to penalize
= minority staff members who, in trying to fulfill the multiple roles
demanded of them, often have little time or energy Teft to devote
%o scho1ar1y~reseaﬁch'and other traditional functions. Institutions
that! emphasize scholarly activity as a mdjor criterion for promotion
should consider est.blishing a junior faculty research leave program
'for those young faculty members who have taken on special advising
and counseling duties. .
© State legislatures and state boards shoa1d support adﬁinistréfive
internship programs {such as the current state-funded program in
the University of Ca1ifornia and Ea1ifornia State University and

College systems) to deQe1op and promote minority and women admini-

strators in public colleges and universities.

&
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[>]
Government Programs

® The federal government should continue to play it% 1eader$hip ro]g

in emphasizing 5ccess to higher education for all segments of society.
In.-particular, federal programs in the areas of studentmaid, institu-
tional support, and special interventions deserve continued support.
Ssate and ]oéa1 policy makers, planners, and educators should devote
more attentinn to the factors that impede full mfndfity participation
in nigher education. Federal funding should supplement, not sup-
plant, state and Tocal efforts to support a range of programs and

interventions responsive to the needs of minority students.

Minority Women

Q

Colleges and universities should provide counseling services and
personal Support groups to assist minority women in overcoming
- the barriers thét result from doub1e standards and sex-role
stereotypes.

Colleges and «universities should provide science and mathenatics
c]inics.and épecia] courses to help minority women make up for
deficiences in preparation in these subjects, so tha% these women
will be able to cnnsider a wider range of careers. These efforté
should be additional to particuiar interventions at the precollege
level. |
Institutions shou]d hire and promote more minority women as faculty,
administrators, and staff.

Institutions - should provide child care services on campus.
Institutions should make an effort to involve those minority women
who live at home more fu11y in campus life--for example, by providing
dormitory space or other facilities where these women can spend time

interacting with other students:

11§
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Data Pertaining to Minorities

° The U.S. Bureau of the Census should hire and train more minority
census takers and researchers to develop and administer questionnaires ”
and to analyze and interpret the results of Census éureau surveys.

° ' The officials responsib]é for public hijher education iq'egch state

should insti%ute a combﬁehensfve data system for tracking and monitoring

the fTows of minority and nonminority students through thecommunity_‘

colleges, baccalaureate-granting institutipné, and graduate institutions

&

in the state.

Eva1ua£ion‘of Minority-Oriented Programs

.0

Public and private agencies funding minority-oriented programs

should require that all proposa]s’for such projects include an .

A3 [

evaluation component;égnd should earmark a certain fraction of the
o projeét funds for suchueva1uation. .
Funding agenvjes should view the‘resu1ts of evaluation studies as -
a means of improving and stfengthenihg programs, and should communi-

cate this view to those involved in operating the programs.

Further Research on Minorities

[+

Officials in private and state agencies, as well as in the federal
government, should give priority to minority-oriented research in
ua11ocating their increasingly limited funds. These funding sources

should aim to establish a precess whereby a Groad—based,and sustained o

consultation about information peeds and issues in.higher education
can take place within minority communities. Scho]ars from these T

communities should have a 1eaaing role in efforts to combine imaginat%&eJy

- the talents and energies present within these communities for the

¥

purposes of generating research agenda and priorities, carrying out

Q research, and implementinig the action implications flowing from these

11g°




d. ,factors affecting m1nor1ty students' decisions to pursue careers

of minorities, what is spec1f1ca11y needed is a perqod1c 1ong1tudﬂna1

study that will make it pdssible to monitor the flows of Mirorities N,

studies. ' :

The following speci%ic topics should be given much more thorough

¥
'

StUd._‘/Z-‘ a" ' . ’ 8
a. factors'affectiqg attrition from secondary school;
b. “the quality of education received in secondary schools with

'predominaritly minority enrollmentss I« .

o P .
c. the effectiveness of programs for improving art1cu1at1on~ - z

between secondary schoo1s ind h1qher education 1nst1tut1ons, Lot

~ 4

-

. in natural sciences and engineering; N ’ o
e. factors affecting minority access to the more prestigious institutionsg; °

»

f. factors affecting minority attrition from'uhdergraduate study;- ,”.
XY '

g. - the impact of alternative.financial aid programs on the ach1evement

¥

Vand persistence of minority students; S . .
h." facdtors affecting the success'of;community college students_whés -

aspire to the bacca1aure(te, ' ‘ _ . : ‘

-
P

e
i. the 1mportance of sex differences-within m1nor1ty graups;

Jj. ways.to deve]op the talents and ski]]s of adults 1iving in ' .

-

minority communities who have not had prior access tg edicational,

opportunities. w C : S N

'
» . M " .

Public and private funding agencies shou]d'give seriousvcoﬁsideration
to providing re]at%ve1y-1ong-term support for programmatic research

on minorities. G1ven the importance of 1ong1tud1na1 research in ¢ .
Y
furthering our understanding of issues’ re1ated to the h1gﬁer educat%on

2

through the educational system and into the workforce, to evalyate

the impact of special minority-oriented programs, and to identify

. -

edueationa] policies or practices that facilitate or inhibit.mihorjty

150 . ;
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>

progress through the system. Such a study should begin during

the secondary school years;(or at the latest by college entry)

and should be replicated on a regular basis at least every four

years.
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